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The purpose of this dissertation is to present an approach
to inservice education that engages a school of education in
a partnership with public schools both to meet inservice
needs of individual teachers and to provide for professional
growth through participation in a part-time graduate degree
program. A concern for meeting these needs has led to the
development of a program at the School of Education, University
of Massachusetts, called the Integrated Day Inservice Growth
Program. The Inservice Growth Program serves as an example
of an approach to inservice in which the components are
designed to be consistent with a set of assumptions about
growth and in which attention has been given to eliminating
the weaknesses so often occurring in inservice education. This
approach to inservice teacher education is predicated on the
belief that teachers, as responsible professionals, will
actively work toward educational change when given the oppor-
tunity to participate in designing meaningful activities to
promote their own professional growth in a supportive environ-
ment .
This study discusses assumptions about learning and growth
underlying the Integrated Day Inservice Growth Program. Inser-
vi
vice teacher education literature is reviewed to identify needs
and state criteria for effective programs. In addition, liter-
ature regarding the helping relationship as it applies to the
growth of teachers is examined. Seven guidelines for effective
inservice are presented as well as implications of those guide-
lines for inservice programs and for the practices of teacher
educators. Some of the ways in which schools of education
can help create an effective structure for the self-renewal
of our educational system through a focus on developing and
nurturing self-directive teachers are outlined.
The description of the Inservice Growth Program includes:
- the historical context of the Program and its role
within the School of Education;
- the goals of the Program and the teacher-participants;
- demographic information about the teacher-participants;
- the services provided teachers through the roles of
the Inservice Coordinator, faculty advisor, Resource
Person, and intern;
- the planning processes utilized by the Program; and
- the activities through which the goals of teacher-
participants were addressed; e.g., especially
designed courses, individualized study projects,
workshops, etc .
In this study, the need for developing evaluation
strategies for inservice programs is emphasized. Four differ-
ent approaches to inservice evaluation are discussed. The
Inservice Growth Program is analysed in terms of its consis-
tency with the guidelines for effective inservice presented.
Examples of actions undertaken by the Inservice Growth Program
vii
which seem to contribute to the conditions of growth identified
in the literature as conducive to effective inservice teacher
education are given. Recommendations for extending or modify-
ing the Inservice Growth Program are included. Proposals for
evaluation strategies which might contribute to the future
development of the Program are included as well.
This dissertation concludes that if such an approach to
inservice teacher education is to become a reality beyond the
handful of programs currently in existence, then:
1. all parties collaborating in inservice programs
(university faculty, school administrators and
boards, and teachers themselves) must develop and
act on a view of teachers as professionals capable
of directing their own inservice growth and capable
as well of playing a central role in the improve-
ment of schooling;
2. collaborative relationships must develop between
school systems and universities; and
3. colleges of education must redefine their expec-
tations and their support and reward structures
to permit and encourage their faculty members
to engage in and continue involvement m effective
inservice
.
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1CHAPTER I
PURPOSE AND RATIONALE
Purpose of This Dissertation
The literature on inservice teacher education reveals
widespread agreement among teachers, administrators, and
teacher educators as to the following:
1) inservice education of teachers should be a priority
for all educators at this time,
2) historically, inservice programs and practices have
been decidedly inadequate,
3) better evaluation strategies must be devised to in-
sure that inservice activities accomplish the goals
for which they were intended.
Considerable consistency also occurs in the literature regard-
ing specific deficiencies in current inservice education and
regarding what principles should guide effective inservice
education. Finding programs which have been thoughtfully
conceived to avoid those commonly identified problems and to
reflect the principles so often stated is a very different
matter. Just as Gocdlad (19700 found a wide gap between the
rhetoric about elementary schooling and actual practice in
elementary schools, this author has found a similar gap be-
tween the rhetoric which surrounds inservice teacher education
and the actual inservice practices which dominate both public
school systems and college campuses. In particular, there is
a lack of graduate degree programs designed for inservice
teachers which reflect the criteria for inservice growth
prevalent in the literature.
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A major criticism shared by Devore (1971), Edelfelt (1975),
and Rubin (1971), focuses on the failure of most programs to
develop a broad conceptual base of inservice education that
rests upon researched procedures and a total educational
philosophy. Edelfelt, in reviewing the 1973-1974 ERIC entries
on inservice education, reports:
No program reported is comprehensive, dealing
broadly with the professionalization of teachers in
a full sense and taking into consideration the multiple
roles of the practitioner in the following:
1. Planning and developing curriculum and accompany-
ing instructional strategies;
2 . Teaching students in terms of such planning;
3 . Evaluating, immediately and over the long term,
the impact of instruction and program;
4 . Interaction with colleagues in broad curriculum
planning, organizing a structure for schooling,
communicating and evaluating within the school,
and maintaining relationships with parents;
5 . Relating to school administrators and other
supervisors, including devising appropriate
and clear responsibilities for decision making;
6. Relating to other segments of the profession
such as personnel in colleges and universities,
state departments of education, regional educa-
tional laboratories, research and development
centers, federal projects, and other groups and
agencies
;
7 . Functioning as a member of teacher organizations,
subject-matter associations, and professional and
learned societies; and
8. Assuming broader professional responsibilities as
a member of the teaching profession.
(pp. 2-3)
This dissertation will formulate a comprehensive view of in-
service teacher education based upon the criteria for
effective
the literature and based, as well,inservice documented in
3upon an educational philosophy consistent with those
criteria
.
The purpose of this dissertation is to present an
approach to inservice teacher education that engages a school
of education in a partnership with public schools both to
meet inservice needs of individual teachers and to provide
for professional growth through participation in a part-time
graduate degree program. A concern for meeting these needs
has led to the development of a program at the School of
Education, University of Massachusetts, currently called the
Integrated Day Inservice Growth Program. This program will
provide an example for establishing goals and developing
procedures for implementation of such a program and for
analyzing some of the advantages and limitations. The
dissertation will include proposals for extensions of this
program toward new directions for the involvement of schools
of education in inservice teacher education. In addition,
this dissertation will make several recommendations for evalu-
ation strategies useful in informing decisions about inservice
education
.
Donald J. McCarty (1973) urges schools of education to
move in this direction when he writes,
What matters at this juncture is the integra-
tion of the significant experiences and unique
perspectives of the teacher inservice with the
expertise of the college professor who, by definition,
is responsible for studying the educational process
in all its complexities. Barring societal revolution,
most individuals who will be teaching for the next
4twenty years are now in place. The need in thefuture, therefore, will be for inservice education
of practitioners, not preservice education.
(p. 243)
Harold Howe II (1973) makes a similar plea,
Inservice education may well be the most impor-
tant role of the school of education in the years
immediately ahead. For the first time since the
Great Depression, there is a vast oversupply of
teachers. The universities are adding to the surplus
every year. Moreover, although school staffs will
still shift to some degree, rising salaries are making
teaching jobs ever more popular. A high proportion
of the teachers in the schools now will still be
there in five or ten years. Recent estimates indi-
cate that about 75 per cent of the teaching force
will be stable in the 1970s, with the balance in
constant change. It is thus more important than
ever to enhance the quality and reach of inservice
training. It must bypass the old road that leads
only from credentials to salary increments and
substantively help practitioners become increasingly
effective in serving young people.
(pp. 60-61)
Rationale for Inservice Teacher Education
Arguments for making the inservice education of teachers
a major thrust of schools of education include statements
such as McCarty's and Howe's which reflect the current job
market (Edelfelt, 1974; Fantini, 1973; Gross, 1973), others
which address the knowledge explosion and the rapidity of
change in our society (Hart, 1974; Jung, 1972; Pomeroy, 1972;
Schumer, 1973), and still others which focus on the isolation
of the teaching profession (Jackson, 1971, Katz, 1974; Knobloca
and Goldstein, 1971, Sarason , 1971). Goodlad (1970) speaks
to teachers' isolation when he says,
teachers are very much alone in their work.
It is not just a matter of being alone, all all
5alone with children in a classroom cell, although
this is a significant part of their aloneness.
Rather, it is the feeling—and in large measure
the actuality—of not being supported by someone
who knows about their work, is sympathetic to it,
wants to help and, indeed, does help.
(pp. 93-94)
Meeting the need Goodlad describes is regarded by this author
as one major goal of an inservice program, a goal which
schools of education can and should have a role in meeting.
This dissertation will describe more fully in subsequent
chapters the significance of supporting teachers and processes
through which schools of education can provide that support.
Goodlad’ s study (1970) of two hundred sixty classrooms re-
vealed that very few teachers had direct access to some source
of assistance in curriculum development or implementation,
that teacher training specialists were seldom utilized, and
that little dialogue about general educational issues or
specific school plans was taking place. He writes in summary,
Perhaps the most telling observation about
our own educational system is that there is not, below
the level of intense criticism and endless recommen-
dations for improvement, any effective structure by
means of which countervailing ideas and models may
be pumped in and developed to the point of becoming
real alternatives. Stated conversely, the system
is geared to self-preservation, not self-renewal.
(p. 99)
Rubin (1969) believes that the key to educational self-renewal
lies with the people who staff our schools and argues that
M
. . .
we must have teachers who are self-directive , who
participate in the organization of their own improvement
(p. 3). Sarason (1971) supports emphasizing people
rather than
6curriculum or methods as essential to meaningful change. He
identifies the neglect of professional growth needs of teachers
as a major cause for his recurring theme: "the more things
change, the more they remain the same" (p. 48).
This dissertation will outline some of the ways in which
schools of education can help create an effective structure
for the self-renewal of our educational system through a
focus on developing and nurturing self-directive teachers.
Teachers themselves have repeatedly indicated their
recognition of the need for inservice education despite the
frequent criticism they have levelled at current inservice
practices. A 1973-1974 assessment of teachers' needs under-
taken by the National Education Association (NEA) in twenty
diverse local associations revealed that inservice education
was one of three needs unanimously embraced (Edelfelt, 1974).
This NEA assessment adds to the growing evidence that teachers
are not as a profession resistant to change nor are they
uninterested in innovative educational ideas. Rubin (1969)
found teachers "remarkably open to new methodology" (p. 20).
Cass (1974) reports that eagerness to improve the educational
process was prevalent among a core of teachers in every
school studied by Goodlad. Devore (1971), in his review of
the literature on educational change, states that the rather
widely held view of teachers as submissive, rigid, and hostile
to change is not substantiated by the research.
This dissertation proposes an approach to inservice
teacher education predicated on the belief that teachers, a^
7responsible professionals, will actively work toward educational
change when given the opportunity to participate in designing
meaningful activities to promote their own professional
growth in a supportive environment.
The findings of researchers regarding the motivations of
teachers for inservice education are supported by written and
oral statements made by teachers who participate in the
Integrated Day Inservice Growth Program. These teachers ex-
pressed interest in inservice experiences which address their
need to exchange ideas, problems and action alternatives with
their teacher colleagues; to develop skills for leading change
in their own school systems; to improve their skill in helping
parents, other teachers and administrators, and interns
better understand and value open education; and to test and
refine new ideas in their own classrooms.
The Role of Schools of Education
in Inservice Teacher Education
The last item on the above list of teacher needs addresses
the core of a meaningful, cooperative relationship between the
university and the public schools. George Denemark, in his
address to the American Association of Colleges for Teacher
Education in 1973, made two statements which illustrate the
mutual interdependence of these two institutions. For the
educational practitioner, "contact with reality without
the perspective of theory fosters adjustment to what is rather
than stimulating realization of what could be" (p. ±0).
8He urged teacher educators to:
. . .demonstrate a relevance to the real world.
Help in this direction can come from the involve-
ment of our schools in the design, implementation,
and evaluation of training programs. But we must
maintain, as well, our currency in the process of
teaching and learning through regular contacts
with the schools - through exchanges, joint appoint-
ments, and cooperative programs that will have
each of us in the schools as frequently as we are
in our offices and campus classrooms.
(P. 5)
Inservice work can profitably occur both at the school site
and on the university campus. The classroom, the school, and
the community provide both the stimuli for exploring specific
topics, problems or projects and the arena in which alterna-
tives for action can be implemented and evaluated. The
university can provide a time and place to reflect, to seek
new approaches, to interact with other professionals who may
bring different perspectives to bear on a particular situation
or issue. This author enthusiastically embraces the proposal
for inservice education outlined by Howe (1973):
. . .
the most promising avenue lies close to the
real world of children. . . a major proportion of
inservice training should take place away from the
university, within the schools and their surrounding
communities. What is wrong with having a school of
education giving semester hours of credit, whether
for salary increments or for more exalted reasons,
for a variety of activities that teachers or admin-
istrators might undertake right within their own
schools. Whenever anyone takes the responsibility
for doing something new and different, this should
be the name of the game. If he does well, he adds to
his resources and becomes a more valuable educator.
(p. 61)
This view of inservice teacher education has implications for
a new role of schools of education which will be explored
more
9fully in Chapters III and IV. Denemark
' s and Howe's state-
ments contrast dramatically with the prevailing activities
of many schools of education. These schools traditionally
concern themselves with the preservice preparation of teachers.
Seldom do professors of education become actively involved
in the field, working with teachers in the teacher's setting.
The occasional inservice workshops which university faculty
present do not provide sufficient exposure to new methods or
materials to enable teachers to modify and implement indepen-
dently these approaches in the context of their own schools
or classrooms. Little effort is made to follow-up workshops
with support procedures during the teachers' initial attempts
to make changes in their classrooms. Frequently, these
attempts to have an impact on public schooling are planned
with little or no input from participant teachers. Far from
representing self-initiated efforts toward professional
growth, the typical inservice workshops do not evolve from
teachers' perceptions of their own needs.
Regular university courses are another common source of
inservice involvement for both teachers and schools of educa-
tion. However, many teachers have been discouraged from
taking advantage of those courses that might be relevant to
their needs by bureaucratic obstacles common to universities,
e.g., application procedures, registration requirements, and
high fees (Toll, 1974). According to Peeler and Shapiro
(1971) the majority of courses offered by these institutions
during the past decade fell into two categories . uhe
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introductory course for preservice teachers, and specializa-
tion courses which focus on moving the teacher out of the
classroom and into some other role, such as counselor,
administrator, or subject matter specialist. Few experiences
are offered by higher education institutions which focus on
refining the skills and understandings of experienced teachers
or on expanding the scope of their roles in their present
settings.
Although universities may be appropriate institutions to
lead the promotion of professional growth of inservice teachers,
they have not, for the most part, distinguished themselves in
this area (Denemark, 1973). Rubin (1968) clearly states,
We need a method and a program that will ensure
rational change, that will generate a professional
growth in the teacher as a necessary precondition to
better schools, and that will help make possible the
utilization of ongoing research in a sensible manner.
(p. 5)
This author believes that teacher educators can and should
respond to this need in close collaboration with educational
practitioners
.
Common Weaknesses of Inservice Teacher Education
In order to improve their effectiveness and to address
current educational needs, schools of education must provide
experiences for inservice teachers that avoid the common
pitfalls that are repeatedly identified in the literature.
No paucity of suggestions about what not to do exists m the
literature on inservice teacher education. The following
11
discussion addresses several of the inadequacies on which
there is considerable agreement.
Inservice experiences are frequently designed to fill
real or presumed gaps in preservice teacher training. This
approach to teacher improvement, the defect approach, has
been prevalent since the original inservice education pro-
grams of the middle nineteenth century "... that were
supposed to help correct the incompetence of teachers"
(Tilley, 1971, p. 72). Waynant (1971) identifies this focus
on teachers' deficiencies as "... a major reason for teachers'
criticism of - or lack of response to - traditional inservice
programs" (p. 710). Edelfelt (1975) found that most of the
ERIC entries that described programs were either remedia] or
focused upon "new wrinkles." Peeler and Shapiro (1971) also
list the restriction of inservice focus to " . . . remediation
of teacher weaknesses rather than capitallizing on current
teacher strengths" (p. 55) as a recurring limitation.
The three purposes for inservice education identified by
Arnold Finch (1969) reveal another inadequacy in the tradi-
tional concept of inservice work:
1. to acquaint him (the teacher) with new techniques,
devices, and arrangements,
2. to provide him with the results of research on
learning and the learning process,
3. to prepare (the teacher) for new fields and new
responsibilities
.
(pp. 22-23)
Schumer (1973) suggests that these traditionally held purposes
. .
imply a passive receptivity on the part of the teacher
12
(p. 39). This author questions the usefulness of programs
designed to improve teaching through a passive process.
Goodlad (1970) also indicts attempts to change
patterns of teaching behavior through passive methods:
It is unreasonable to believe that these patterns
will be changed by attending lectures, participating
in brief orientation sessions, reading manuals, or
even attending a course where the instructor talks
about instead of demonstrates new procedures. And
yet, these are the accepted approaches to reeducating
teachers
.
(p. 101)
Teachers who have participated in such reeducation efforts have
cited the inappropriateness of the activities to the espoused
purposes as a major cause of dissatisfaction (Devore, 1971).
Another important criticism frequently advanced both in
the literature and by teachers with whom this author has
spoken centers on the fact that few inservice efforts have
involved teachers in the goal setting, planning, and leadership
of activities. One recent study on teachers' attitudes toward
inservice education revealed that teacher involvement in all
phases of inservice program development was essential and that
75% believed that such involvement would foster greater
commitment of teacher participants (Brimm and Tollett, 1974).
The authors of this study state that "... few research
efforts have been undertaken to determine the types of inservice
programs which would be most beneficial to teachers" (p. 521)
and further report that of the thirty-four items to which
teachers responded, the one most strongly endorsed read.
The teacher should have the opportunity to
select the kind of inservice activities which
13
he feels will strengthen his professional
competence
.
(p. 523)
Edelfelt (1975) states that the purposes of inservice programs
are primarily determined by administrators, consultants,
or by popular innovations. Teachers are conspicuously absent
from this list. Another recurring weakness which is a direct
outcome of this failure to consult teachers is identified by
Peeler and Shapiro (1971) as: "objectives irrelevant to
priority needs of teachers, students and community as each has
perceived their needs" (p. 55).
A condition which exacerbates all the other problems in
the inservice endeavor is lack of resources, particularly the
resource of time, with which to pursue even those activities
which have been designed with some of the above concerns in
mind. Teachers participate in most inservice activities at
the end of a full day of teaching, on weekends, or in the
summer. The importance of continued professional growth
of teachers, while espoused in the rhetoric of most educators
and laymen, is not supported in most instances by substantial
action to secure conditions which would contribute to growth.
Many educators agree that time is the essential ingredient
which is currently missing in proposals to promote mservice
growth (Fischer, 1971; Jackson, 1971).
Perhaps provision of released time and other resources
would be more available if institutions providing such resources
had evidence to suggest such expenditure to be worthwhile.
14
Responsibility for the success or failure of inservice pro-
grams must be shared by all those concerned: the planners,
leaders, participants, teachers, and the administrators of
schools where the teachers will ultimately make changes
and demonstrate growth.
Much criticism has been levelled at those who plan and
execute inservice activities as lacking in appropriate skills
or recent exposure to school settings, and for engaging
in rhetoric untested in schools and classrooms (Devore, 1971;
Goodlad
,
1970; Peeler and Shapiro, 1971). These individuals
fall primarily into the categories of university personnel,
independent consultants, and school district supervisors.
They have been held accountable neither to the teachers whom
they presumably serve nor to the school districts where the
effects of their programs should be felt. Lack of account-
ability is the final criticism of past and present inservice
teacher education to be presented here. In particular, the
failure of programs to meet specified goals or to specify
goals at all marks a major cause of dissatisfaction with
inservice education.
In the light of the above discussion, Tilley's (1971)
summary statement in his historical review of inservice
teacher education is not surprising:
. . .
inservice teacher education has been a low
priority vehicle that was largely ineffective for
improving classroom instruction between the early
1800s and 1960.
(p. 94)
15
He suggests that future trends will include increased acknowl-
edgment of individual needs and interests of teachers and will
be oriented toward the planning and implementation of educa-
tional change. Such new thrusts demand initiative, not
passivity, on the part of teachers. The recognition of teachers
as active participants in planning and implementing change
requires a new concept of what the inservice education process
should have as purposes. Louis Rubin (1971) in his discussion
of proposals for improving inservice education summarizes a
suggestion by Phillip Jackson (1971):
We would do better to help a teacher accom-
plish his aims more effectively than to focus on
the correction of what we presume to be his weak-
nesses.
(P. 36)
Ralph Tyler (1971) in projecting the direction of future in-
service work, suggests that inservice education "... will
not be seen as 'shaping' teachers but rather will be viewed
as aiding, supporting, and encouraging each teacher's develop-
ment of teaching capabilities that he values and seeks to
enhance" (p. 15). Rubin (1968) ties the role of inservice to
a new vision of the professional teacher when he explains,
It is because we seek a teacher who is a
creative artist, who can dance to the nuances
of the learning situation, and who can continu-
ously plot his own betterment, that we quarrel
with efforts at school improvement which consist
only of giving the teacher a preconceived method
of instruction or a new system.
(p. 7)
The work of Jackson, Rubin, and Tyler represents a sample of
the efforts being made by contemporary teacher educators to
develop a new concept of inservice teacher education. The
16
conceptual scheme presented in this dissertation and the
exemplary program described suggest one method of imple-
menting this new concept through active involvement of a school
of education.
Specific Inservice Needs Related to Open Education
The Integrated Day Inservice Growth Program addresses,
in addition to the inservice priorities identified earlier,
a specific set of needs endemic to the nature of integrated
day/open education. Several attempts have been made to
identify aspects of the new teacher role demanded by more
open, informal approaches to the education of children (Bussis
and Chittenden, 1970; Walberg and Thomas, 1971). Bussis,
Chittenden, and Amarel (1973) clearly identify an important
thrust of inservice education designed to help teachers who
are opening their classrooms and school environments when they
write
,
. . . a major purpose of the open education
movement is to promote greater responsibility
for decision-making on the part of both
children and teachers. Without at all minimiz-
ing the significance of this more responsible
role for children, it is the shouldering of
greater responsibility by teachers that may
well be the more central and radical change
for American public schools. The question
of how teachers move from a conventional role
to one of greater curricular significance
is a key issue. . .
(P. 1)
Dewey (1938) spoke to this same issue when he described the
educator's role in building curriculum relevant to the
17
experience and interest of the learners,
A primary responsibility of educators is thatthey not only be aware of the general principle of theshaping of the actual experience by environing
conditions, but that they also recognize in the con-
crete what surroundings are conducive to having
experiences that lead to growth. Above all, they
should know how to utilize the surroundings, physical
and social, that exist so as to extract from them allthat they have to contribute to building up experi-
ences that are worthwhile.
(p. 40)
Teachers in opening classrooms are continually exploring the
local conditions in which their learners reside in order to
use them as resources in planning curriculum. Inservice
educators, then, must be prepared to assist teachers in be-
coming more skilled curriculum originators. Personalizing
and individualizing the education experiences ".
. . may mean
more multiplied and more intimate contacts between the mature
and the immature than ever existed in the traditional school,
and consequently more, rather than less, guidance by others"
(Dewey, 1938, p. 21). The nature of the interpersonal rela-
tionship between teacher and child becomes a major criterion
for quality education. Teachers opening their classrooms
and schools are recognizing the need to refine their skills
as helpers. For example, helping a child or group of children
to define and solve a problem, identify an interest, or
follow-through and evaluate an investigation requires a differ-
ent set of skills and understandings than does direct
i
presentation of subject matter. Helping teachers acquirethese
compent encies is an important focus for inservice education.
18
The need for teachers to become more aware of their own
assumptions which guide their educational practice uncovers
another area of concern for inservice teacher educators (Bussis,
Chittenden, and Amaral, 1974). Teachers in the Integrated
Day Program and elsewhere are seeking ways to close the gap
between what they believe about children and learning and
what occurs in schools. Lillian Weber (1972) describes these
efforts as they apply to her work in the Open Corridor Program
in New York City,
No ideal conception of open education or inte-
grated day is operative for us. Our goal is to
better support children's learning than has been
the case in cumpulsory education in the past and
to produce a better match between school structure
and what we know of how a child learns.
(p. 60)
Open educators hold that the aim of education should be to
M
. . . nourish the child's natural interaction with a develop-
ing society or environment" (Kohlberg, 1972, p. 454), and
that such nourishment demands an active role for themselves
in providing an environment which supports the continuity of
a child's growth. For the teachers, this role is complex and
demanding, requiring new skills and understandings as well as
a willingness to struggle through stages of decreasing
inadequacy as they pursue the continuance of their own develop-
ment .
In addition to aiding teachers in developing competencies
consistent with their goals in opening educational environments,
schools of education can play an important role in providing
the essential element of support to teachers who risk
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criticism in their attempts to change (Bussis, Chittenden,
and Amaral, 1973; Katz, 1974; and Weber, 1972). The nature
of support systems for change which can be provided through
inservice graduate education will be a focus of this disser-
tat ion
.
Summary
This chapter has presented several arguments for making
inservice teacher education a priority concern of schools of
education. These include: the shrinking job market for new
teachers, our rapidly changing society, the professional
isolation of teachers, and the expanding roles of teachers as
they explore new approaches to educating children, for exampl
open education. The need for establishing structures for
self-renewal which consider the multiple roles of teachers
was emphasized.
Several conditions have inhibited effective involvement
of schools of education in contributing to the professional
growth of teachers inservice. In general, universities have
had little to do with inservice education, focusing their
energies instead on preservice teacher education. Those
efforts that have been made are frequently in the form of
occasional workshops in which teachers have little or no
input and which lack follow-up procedures. Workshop leaders
are frequently lacking in recent experience in schools and
fail to identify with the concerns of classroom teachers.
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Regular university courses are subject to bureaucratic
obstacles and seldom address expanding the role of teachers in
their present settings.
Common weaknesses of inservice teacher education identi-
fied in the literature include: overemphasizing the defects
rather than the strengths of teachers, utilizing passive
modes of instruction, excluding teachers from involvement in
planning and leading inservice experiences, and pursuing
irrelevant purposes. In addition, inservice programs have
suffered from lack of resources, goal specification, and
accountability
.
Some contemporary teacher educators are developing a new
concept of inservice education which focuses on the develop-
ment of sel f-direct ed teachers. This dissertation will
present an approach to inservice teacher education which
utilizies the thinking and experiences of these teacher edu-
cators and further builds upon the perceived needs of teachers
themselves. This approach is dependent upon developing
effective relationships between universities and public
schools. Each of these institutions have important roles to
play in furthering the professional growth of teachers.
This dissertation proposes an approach to inservice
teacher education that:
- treats teachers as competent professionals,
- focuses on teachers' strengths,
- emerges from the joint planning of teachers,
administrators, and teacher educators,
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engages teachers in collaborative learning,
- supports the development of professional leader-
ship skills among teachers,
facilitates the growth of on-going support systemsfor teachers as they implement change,
- provides opportunities for both teachers and teacher
educators to reflect upon the implications of newideas against the constant field of school and
community experiences,
- enables inservice teachers to plan for their own
professional growth with direct guidance from
school of education faculty advisors,
- regards the process of initiating, evaluating and
documenting changes in specific classrooms and
schools as a major and valid source of professional
growth for teachers,
- values teacher educators having direct and
continuous experience in the professional settings
of inservice teachers.
Limitations of the Study
This dissertation is limited to a discussion of goals,
principles and recommendations which relate directly to the
inservice activities of teacher education institutions leading
to the granting of a graduate degree. It does not attempt to
explore the role or efforts of state departments of education,
individual school districts operating programs independent of
universities, or other institutions or consortiums.
The focus of the exemplary program described in Chapter
III is on open education; and, therefore, its goals and pro-
cedures are tied to some extent to the particular concerns
of that approach to education.
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Major aspects of the Integrated Day Inservice Growth
Program have been in process for only a few months at the time
of this writing and, therefore, no long-term data are available.
Description of the Dissertation
CHAPTER I: Purpose and Rationale
This chapter includes a statement of the purpose of this
dissertation and a rationale for its significance. Statements
from the literature and from teachers are used to support the
need for teacher educators to develop programs for teachers
inservice which build upon the articulated needs of those
working educators in their local school settings and which pro-
vide opportunities for teacher educators to collaborate with
public schools. Major criticisms of the traditional approach
to inservice are reviewed. The chapter also identifies some
specific inservice needs generated by open education.
CHAPTER II: Review of the Literature
This chapter discusses assumptions about learning and
growth underlying the Integrated Day Inservice Growth Program.
Inservice teacher education literature is reviewed to identify
needs and state criteria for effective programs. In addition,
literature regarding the helping relationship as it applies to
the growth of teachers is examined. Seven guidelines for
effective inservice are presented as well as implications of
those guidelines for inservice programs and for the practices
of teacher educators.
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CHAPTER III: The Integrated Day Inservice Growth Program
This chapter describes the goals and procedures for
implementation of the Integrated Day Inservice Growth Program
at the School of Education, the University of Massachusetts.
The relationship of the program to other aspects of the
Integrated Day Program are explained. The description of the
Inservice Growth Program includes:
the historical context of the Program and its role
within the School of Education;
- the goals of the Program and the teacher-participants;
- demographic information about the teacher-participants;
- the services provided teachers through the roles of
the Inservice Coordinator, faculty advisor, Resource
Person, and intern;
- the planning processes utilized by the Program; and
- the activities through which the goals of teacher-
participants were addressed; e.g., especially
designed courses, individualized study projects,
workshops, etc
.
CHAPTER IV: Analysis of the Approach
In this chapter, the need for developing evaluation
strategies for inservice programs is emphasized. Four differ-
ent approaches to inservice evaluation are discussed. The
Inservice Growth Program is analysed in terms of its consis-
tency with the guidelines for effective inservice presented
in Chapter II. Examples of actions undertaken by the
Inservice Growth Program which seem to contribute to the
conditions of growth identified in the literature as conducive
to effective inservice teacher education are given.
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Recommendations for extending or modifying the Inservice
Growth Program are included. Proposals for evaluation
strategies which might contribute to the future development
of the Program are included as well.
CHAPTER V: Summary Conclusions and Recommendations
This chapter identifies conditions necessary for
actualizing the approach to inservice teacher education pro-
posed in this dissertation. Implications of each condition
are explored, including the relationship between inservice
and preservice teacher education. The chapter concludes with
recommendations for future research and development.
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CHAPTER II
REVIEW OF THE LITERATURE
There can be little hope of implementing
the directional purposes of a teacher education
program unless some basic agreements are reached
as to what is believed about learning and how
learning takes place within the individual and
within the group.
(Edmunds, 1966, p. 45)
In this chapter seven guidelines for effective inservice
teacher education are proposed. These guidelines were de-
rived by the author after reviewing the literature on inser-
service education, open education, and the helping relationship.
The discussion of each guideline will address two major
questions which contribute to the comprehensive concept of
inservice which this dissertation proposes and illustrates
using the Integrated Day Inservice Growth Program as an ex-
ample :
1) What suggestions for effective inservice education
can be gleaned from the literature on inservice and staff
development?
2) How can school of education personnel contribute to
conditions which promote growth for inservice teachers?
A brief discussion of the theoretical framework which
support the guidelines precedes their presentation.
Theoretical Framework
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This section will describe beliefs about learning which
are consistent with the notion of growth as the aim of
education (inservice or otherwise). These beliefs also sup-
port the practices of the Integrated Day Inservice Growth
Program.
Dewey (1916), in his discussion of education as growth,
defines education as
that reconstruction or reorganization of
experience which adds to the meaning of experi-
ence and which increases ability to direct the
course of subsequent experience.
(p. 76)
further describes an educational activity as one which brings
a new awareness of meaningful relationships and adds to the
individual's power to plan, organize for, and direct or
control further activities. It is toward this level of inde-
pendence that the Inservice Growth Program components are
focused.
Support for the assumptions which provide a context for
the Inservice Growth Program and, in particular, support for
the effects of self-concept on growth are found primarily in
perceptual psychology. Although other theoretical frameworks
can and have been employed in the design of inservice programs
(for example, behavioristic psychology), this dissertation will
discuss those theoretical underpinnings which support the
proposed guidelines for effective inservice education.
The role of self-esteem and self-concept in the growth
27
of individuals has particular significance in the planning
and implementing of inservice programs. Each of the seven
guidelines for effective inservice teacher education which
will be presented in this chapter contributes to provisioning
for experiences which enhance the self-concepts of inservice
teachers. Perceptual psychologists are interested in under-
standing human behavior through the process of perception.
The term, perception, as it is used here, extends beyond just
seeing and encompasses the meaning that situations and
events have for the person experiencing them (Combs, 1971).
Three basic principles of perceptual psychology, as identified
by Combs (1965), are:
1) Behavior is a function of perception.
2) Self-concept represents the most important single
influence affecting an individual's behavior.
3) The individual is engaged in a continuous striving
for self-fulfillment
;
he has a basic need for
personal adequacy (pp. 12-17).
What determines the esteem value a person assigns to
himself /herself
?
The literature on self-concept includes
many references to the significant role other people play in
determining self-esteem (Combs, 1965, 1971; Fitts, 1971). In
the course of social interaction, a person perceives the ways
others respond to him/her. In most situations, those per-
ceptions "reflect the actual response of others toward him"
(Fitts, 1971, p. 13). As Combs (1965) states,
People learn that they are liked, wanted,
acceptable, and able from experiences of having
been treated that way by the people around them
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they
f
are able
eSSfUl experiences which teach them
(p. 73)
Likewise, people learn to view themselves negatively from
experiences in which people have responded to them as unworthy,
unacceptable, and from experiences with failing. Perhaps
the most important point in this discussion is that self-
concept and the esteem variable attributed to self-percep-
tions are believed to be learned.
What are conditions under which positive self-esteem
can develop and flourish ? The heirarchy of needs theory
developed by Maslow (1968) provides a useful framework for
discussing how esteem interacts with other needs that motivate
human behavior. In ascending order, Maslow's five major need
categories are: physiological, security, affiliation, esteem,
and self-actualization. A person's perceptions, the meaning
that events have for that person, will be influenced by which-
ever of these needs is dominant. The system maintains that
a particular need becomes an important motivating force only
when the physiological, security, and affiliation needs are
mostly satisfied.
Affiliation, which precedes esteem, involves the per-
son's acceptance by a group. The individual whose affiliation
need is dominant, then, seeks out meaningful relationships.
As noted earlier, the positive or negative esteem value that
an individual assigns himself /herself is largely dependent on
interactions with others. Fitts (1971) cites a study by
Lynch done in 1959 which indicates that "significant inter-
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personal experiences are crucial to significant changes in
self-concept" (p. 80). He reports further that both
McClain (1969) and Swan (1969) find strong relationships
between interpersonal competence and positive self-concept.
When affiliations need is high, a person seeks out relation-
ships in which he/she will be accepted. The need for
affiliation and its influence upon growth will be discussed
more fully later in this chapter.
The next level "above" esteem in the heirarchy is self-
actualization. Competence and achievement appear to be two
major motives involved in self-actualization (Hersey and
Blanchard, 1969). Just as there appears to be an interdepen-
dent relationship between affiliation and esteem, esteem and
self-actualization seem to be similarly interdependent.
Competence and achievement both contribute to self-esteem,
providing the base for perceiving experience as successful.
The need for self-esteem, Maslow believes, must be somewhat
gratified before self-actualization will emerge as the
dominant motivation. As Maslow (1962) indicates,
To make growth and self-actualization possible,
it is necessary to understand that capacities, organs,
and organ systems press to function and express
themselves and to be used and exercised, and that
such use is satisfying nnd disuse irritating.
(P. 40)
Hersey and Blanchard (1969) apply this internal impetus for
growth to the professional milieu,
According to White, the competence motive
reveals itself as a desire for job mastery and
professional growth. An individual's job is one
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aeainst
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M«
h® Ca" matCh hlS abilit y and skillsg i his environment in a contest which ischallenging but not overwhelming. In jobs wheresuch a contest is possible, the^ompotence
expre
^
sed freely and significant personalrewards can be gained. But in routine, closely
supervised jobs, this contest is often impossible
(p. 30)
The achievement-motivated person is a problem-solver. This
person enjoys finding better ways to do things. The use of
his/her intelligence and skill to influence the environment
is an expression of self.
What are the characteristics of people with high esteem?
Their interactions with others exhibit "prizing, acceptance,
trust" (Rogers, 1969, p. 109). People with high self-esteem
have been described by Combs, Maslow, Rogers and others as
open to experience, independent, self-actualizaing and capable
of effective cooperation. Their interaction in groups is
marked by an ability to resist conforming to group pressures.
They take risks, become more personally involved, focus their
"attention and energies outward" (Fitts, 1971, p. 20). Combs
(1971) summarizes,
a positive view of self contributes to
psychological freedom. It provides its possessor
with a firm platform from which to deal with life,
and makes more likely his effective interaction
with it. What contributes to self-esteem makes
intelligent behavior more likely; what destroys
or derogates self is stultifying and stupefying.
(p. 148)
Self-esteem further affects the way an individual per-
ceives the world around, him/her: "the concept one has of
oneself expands or limits the richness and variety of the
perception one selects" (LaBenne and Greene, 1969, p. 18).
31
For example, Schachtel (1959) describes a perceptual continuum
for autocentric to allocentric perception. Autocentric
perception is characterized by the tendency to compartment-
alize and label what one experiences, to view others in terms
of their use, purpose or station, to limit one's experiences
to the familiar, and to see the world from only one perspec-
tive - one’s own. Allocentric perception is characterized
by the tendency to recognize the dangers of labels, to view
others as having "unconditional self-worth" (Rogers, 1961, p.
34), to explore the unfamiliar willingly*, and to be able to
take another's point of view. The allocentric individual
reaches outward from a secure base. On the other hand,
LaBenne and Greene (1969) suggest that
a person with a weak self-concept and who is
unsure of himself is more likely to have a narrowed
perceptual field. This shrinking effect limits;
the data required for intelligent decision and
action. The threatened person's perceptions tend
to be limited to the objects or events of the
threat. This becomes the very antithesis of
efficient behavior. Instead of broadening his
fund of skills and knowledge, such a person is kept
busy defending his already existing perceptual
organization
.
(pp. 19-20)
LaBenne and Greene's description provides a sharp contrast to
the characteristics of people .with high self-esteem described
above. Free from the effects of maintaining a defensive
posture, these individuals are able to open themselves to
others and to experience. Sarason (1971) cites numerous
*Maslow (1968) sees this characteristic as essential for
growth: "Each step forward is a step into the unfamiliar and
is possibly dangerous" (p. 204).
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examples of the limited perspective with which the partici-
pants within the school culture view the existing regularities
in schools. The individual who is unable to see "the universe
of alternatives" is not unlike the person whose field of
vision is limited by self-doubt.
This discussion has focused thus far on some of the
important characteristics of people with high positive self-
esteem, as described by Combs (1965,1971), Maslow (1962, 1968),
Rogers (1969), Fitts (1971), and LaBenne and Greene (1969).
What significance do these characteristics have for the
teaching profession ? Purkey (1970) cites several studies
(Brookover, 1968; Gowan, 1968; Farquhar, 1968) which support
the statement that the successful student sees himself /herself
in essentially positive ways. Diekin and Fox (1973) report
that there are comparatively few similar investigations of
teachers' self-concepts and any relationships to successful
teaching. The Florida Studies in the Helping Relationships
(Combs, et . al
.
,
1969), however, do support that relation-
ship. Gooding (1969) studied the perceptual organization of
teachers identified as effective by both their principal and
curriculum coordinator. From inferences made concerning the
self-perceptions of these teachers made by trained observers,
Gooding concluded that effective teachers tend to percieve
themselves as
:
1) with people rather than apart from people,
2) able rather than unable,
3) dependable rather than undependable,
4) worthy rather than unworthy,
5) wanted rather than unwanted.
(p. 33)
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Vonk (1970) also found a high, positive correlation between
pupil-rated teacher effectiveness and a positive view of
self. Brown’s study (1970) of outstanding young educators
supported Vonk
' s and Gooding's findings, as well. Brown and
Vonk found a strong relationship between certain positive self-
perceptions and the purposes these effective teachers identi-
fied for education and teaching. These studies suggest that,
in addition to effectiveness in teaching as determined by
several rating methods, high self-esteem influences the growth
of teachers in a very definite direction, that is, toward
more open, student-centered teaching styles.
Self-esteem has been described as a powerful force in
determining attitudes and perceptions about the world and,
ultimately, in determining the character and quality of infor-
mation upon which decisions are made and actions executed. If
the characteristics of people with high self-esteem are applied
to the public school teacher, the following profile emerges.
The teacher with high self-esteem has a perceptual organiza-
tion that allows him/her to look for alternatives, to depart
from routine norms, to resist group pressures in making
decisions, to cooperate with colleagues, to take risks, to
become personally involved in the activities of the profession,
to perceive the world in ways that bring maximal data to bear
on decisions about children and schooling. This teacher is
seeking to broaden his/her scope of skills and knowledge,
is exploring new ways of approaching problems, is informing
his/her perspective by looking at others' points of view.
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Secure in his/her sense of worth, this teacher can confront
opposing views and deal with disagreement. This teacher’s
energy and skills are bent on solving educational problems and
seeking ways to do the job better. For this ideal teacher,
the profession of teaching becomes an expression of self.
Several educators working to develop effective programs of
inservice growth have observed that real teachers can indeed
approximate this ideal description under supportive conditions
(Goodlad, 1972; Rubin, 1969; Weber, 1972).
Recent research into open education reveals that the open
education teacher "sees herself as a continual learner who
explores new ideas and possibilities inside and outside the
classroom:, and further, "values Open Education as an oppor-
tunity for her own personal and professional growth and change"
(Walberg and Thomas, 1971, A-54). Such a perception of self
in relation to one's profession closely resembles the ideal
presented above and may well be attributed in part to the
concept of inservice growth espoused by many open educators
in both England and the United States and practiced often
through the advisory approach. This approach and other in-
service education practices will be described later in the
chapter in proposing guidelines for inservice teacher education.
The preceding section has discussed assumptions about
learning and growth which support the approach to inservice
teacher education proposed in this dissertation. Perceptual
psychologists have contributed several assumptions regarding
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self-concept and self-esteem which provide a context for such
an approach and are consistent with the Integrated Day Inser-
vice Growth Program. The discussion of these assumptions was
organized around four questions.
The first two questions addressed in this section were:
What determines the esteem value a person assigns to himself/
herself? and What are conditions under which positive self-
esteem can develop and flourish? Perceptual psychologists
agree that self-esteem is learned through social interaction.
The particular esteem value a person assigns to himself/
herself depends upon the nature of those interactions and upon
how the person perceives others' responses. Self-esteem
interacts with other human needs to motivate behavior. Accord-
ing to Maslow (1962), in order to deal with higher order needs
such as self-esteem, lower order needs must be met. In
particular, positive self-concpet is dependent upon affiliation
or group acceptance.
The next two questions addressed were: What are the
characteristics of people with high self-esteem? and What
significance do these characteristics have for the teaching
profession? Self-concept expands or limits other perceptions
9
and plays a most important role in directing behavior. High
self-esteem contributes to open, autonomous, independent,
self-actualizing behavior as well as to effective cooperation,
willingness to risk and capacity for personal involvement.
Studies were described which support the relationship between
teachers' positive self-concepts and effective teaching.
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The seven guidelines lor effective inservice which
follow suggest several conditions which may contribute to
the self-concepts of inservice teachers. These guidelines
were developed by the author after a review of the literature
on inservice, staff development, open education and the
helping relationship. They reflect the suggestions and
conditions the authorities in the field have found important
to effective inservice teacher education. The seven guide-
lines for effective inservice education listed below organize
the remainder of this chapter:
- Teachers' differing needs and abilities should be
considered in the design of inservice programs.
- Teachers should be involved in decision-making at
all phases of the design, implementation, and
evaluation of inservice programs.
- Valuing and fostering the teacher as experimenter,
problem-solver, inquirer can contribute to effec-
tive inservice processes.
- Reflection is a crucial process in making rational
change in attitudes and behavior; inservice programs
should provide conditions conducive to reflection.
- Professional growth of teachers must be sought in
the context of their unique professional setting
with particular attention to the group or groups
which can support their change efforts.
- Administrative support from the teachers' school
district is essential to the effectiveness of
inservice activities contributing to the professional
growth of those teachers.
- Inservice programs should build upon processes which
facilitate self-renewal.
The discussion of each of the seven guidelines which follows
includes suggestions for practice relevant to the particular
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guideline, and some implications for school of education
personnel. These guidelines are conceived as interdependent
in so far as actual practice is concerned. For example, when
teachers are involved in making decisions about their own
inservice programs, individual needs are most likely to be
met. Likewise, the guideline which addresses the importance
of fostering problem-solving among teachers is essential to
building self-renewing institutions. Each guideline, however,
presents a particular perspective through which the inservice
process can be viewed and evaluated. To maximize their
effectiveness, inservice programs should provision for those
conditions identified in the literature as leading to effec-
iive inservice education and organized here around seven
guidelines
.
Teachers' Differing Needs and Abilities Should Be
Considered in the Design of Inservice Programs
The recognition that learners are individuals with
different styles of learning, different priority concerns,
different strengths and needs, different interests, and dif-
ferent feelings is commonplace in education rhetoric (Goodlad,
1970 ). Frymier and Galloway (1974), keynoting the Theory
Into Practice issue devoted to individualized learning, state:
More words have probably been expressed on the
need to educate the individual, humanize the person
and focus on individual growth than perhaps any other
concern in education.
(p. 65)
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Barth (1971) Includes individual differences when he identifies
central assumptions concerning intellectual development held
by open educators. Rubin (1971), in summarizing the recommenda-
tions of various authors for future inservice education,
identifies the need of accommodating differences among teachers
as "perhaps the greatest argument in favor of a new approach
to the continuing education of teachers" (p. 250). The im-
plications of translating such an assumption and recognition
into actual inservice practice, however, are complex and
challenging and seldom in evidence.
Perhaps the simplest method of responding to individual
^ fferenc6s is the provisioning of a wide variety of experiences
from which teachers can choose. A related strategy is to
provide options within an experience which represent different
approaches to a single topic or allow for the exploration of
several different sub-topics. This approach requires minimal
effort on the part of the institution or individual sponsoring
those experiences, although in some instances providing for
a rich variety may substantially increase the cost of the
inservice program. Ernst (1974) identifies concern for people
and their personal needs as the major principle guiding an
effective workshop and the provision of a match between re-
sources and learners' needs and personalities, as one of its
characteristics
.
Parker's (1957) discussion of responding to individual
differences goes beyond the provision of choices and focuses
on the acceptance and use of those differences in guiding
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inservice activities. His premise that acceptance of
individual differences requires "nonjudgmental
, supportive,
permissive attitudes" (p. 122) is supported by much of the
work described earlier by Combs, Rogers, and others. Hunt
(1966) makes a similar point in describing the initial strategy
for promoting openness through "intrinsic acceptance"
By intrinsic acceptance we mean that the subjectis valued for himself, for what he is, rather thanfor what he can accomplish in relation to some
external criterion.
(p. 288)
Those who would help teachers to grow in their skills and
understanding must know these teachers and interact with them
through frequent and personal encounters. The communication
of acceptance can only occur within an on—going relationship
(Rubin, 1968). For schools of education, the creation of
such relationships means long-term commitments requiring
more time and personal energy than they customarily devote
to inservice growth at present.
In addition to time, energy, and interpersonal skills,
schools of education must become able to contribute diagnostic
skills to the inservice effort. Berman (1971), suggests
. . . if tailor-made programs are to be designed
for both teachers and children, then each person
needs to be viewed, as accurately as possible,
within the present situation so as to find that
access point in his behavior and learning which
will permit his acquiring new and exciting meanings.
(p. 17)
The advisory approach to inservice reflects a similar concern
for viewing growth in developmental terms, "with the advisors
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attempting to take teachers 'where they are' and to extend
from there" (Amarel, Bussis, and Chittenden, 1973, p. 3 ),
According to Lillian Katz (1974), an advisory is char-
acterized by
1) Providing inservice assistance to teachers
only when such assistance has been requestedby them,
2) Providing assistance in terms of the requestors'
own goals, objectives, and needs,
3) Providing such assistance "in situ" rather
than in courses, institutes or seminars,
4) Providing assistance in such a way as toincrease the likelihood that teachers become
more self-helpful and independent rather than
helpless and dependent
.
(p. 154)
This mode of helping is designed to give maximum control
over his/her own development to the teacher. Because the
teacher functions as an autonomous professional seeking
growth based on self-identified goals, the risk of making
recipients of help dependent on the helper is minimized
(Katz, 1974). This approach is worthy of serious considera-
tion by school of education personnel as they plan their own
contributions to the inservice growth of teachers. Rubin
(1969) notes,
It is sad that wre have so often led teachers
to doubt their own capacities and to rely so
heavily on the prescriptions of "experts." The
corrosive consequences of dependency are widely
apparent in the fear of self-direction that
characterizes many teachers.
(p. 15)
If behaviors are determined by perceptions, then the mere
introduction of new behaviors by outsiders will not induce
enduring changes. Advisors "are attempting to assist teacher
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to broaden their perception of the teaching/learning process
to enrich and increase their response repertoires so that
they (the teachers) become better able to respond effectively
to the cognitive and emotional needs and resources of
children" (Amarel, Bussis, and Chittendon, 1973, p. 6).
Essential to advising, however, whether it occurs in a
faculty office on campus or in the teacher's classroom, is
that the individual teacher, whose uniqueness has precipitated
this discussion, be an active participant in the diagnostic,
perscriptive and evaluative process. Havelock (1970) identi-
fied reciprocity as one of the major elements of the ideal
relationship between client (in this case the teacher) and
change agent (the advisor, facilitator, or teacher educator).
A 'mutual transfer of information", Havelock suggests, is
essential to the helping relationship. "Oneway relationships
tend to breed dependency and inhibit the initiative of the
client to help himself" (p. 51). An attempt to diagnose
individual needs and respond to those needs must not be con-
fused with imposing upon the teacher the helper's goals and
methods for their achievement. The perceptions the teacher
has of self, of others, and of events still comprise the
major elements of his/her uniqueness and the major determinant
of his/her behavior. Those who participate in that individual's
growth must be "willing to accept the reality of another's
perceptions as real for him " (Combs, 1971, p. 187). Thus,
inservice educators must be willing to attend and interact
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with teachers' meanings as well as to observe their be-
haviors
.
Responsiveness to individual differences may take
several different forms. Some of those outlined were: pro-
visioning for teacher choice; matching resources with teachers’
needs and personalities; holding non-judgment al
, supportive
attitudes toward teachers; and giving the teacher maximal
control over his/her own development. The advisory approach
to inservice was described as a mode of helping which makes
use of all these ideas and recognizes the importance of
teachers' individual perceptions in determining growth.
Teachers Should Be Involved in Decision-Making at All
Phases of the Design, Implementation, and Evaluation
of Inservice Programs
Dimensions of inservice education which are influenced
by decision-making processes include: relevancy, profession-
alism, commitment, ownership, and self-management. Literature
which focuses upon the improvement of teaching through in-
service activities abounds with prescriptions for teacher
involvement in inservice decisions (Asher, 1967; Bush, 1971;
Devore, 1971; Harris, 1966; Jackson, 1971; Kleinman, 1974;
Lawrence, 1974; Mohr, 1971; Parker, 1957; Rubin, 1971; Sobol,
1971; Thelen, 1971; Waynant
,
1971). One major argument for
such involvement rests upon the need for inservice activities
to be relevant to the needs of teachers. Evidence which sug-
gests that individuals are more likely to change while working
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on problems that are significant to them Is mounting (Asher,
1967; Devore, 1971). The assumption, of course, Is that the
selection of problems and projects by teachers themselves will
more likely dovetail with their real needs than selections
made by others, such as administrators, consultants, teacher
educators, or school boards. Criticism of traditional inser-
vice programs identified earlier in Chapter I provide some
bar is for supporting this assumption.
Bush (1971) provides another perspective when he urges
that inservice teacher education be reformed to "treat the
teacher as a professionally competent person" (p. 37). Such
a perception demands that teachers assume a greater degree of
self-determination in matters regarding the regulation and
growth of their profession. The goals, however, will only
be achieved when teachers have their "identities as leaders
strengthened and developed" (Gross, 1974, p. 316). Inservice
education provides an ideal arena in which teachers can
strengthen their self-concepts through assuming leadership
roles
.
The Fifty-Sixth NSSE Yearbook: Inservice Education
(1957) contains numerous references to the importance of
teacher involvement in identifying the problems to be
addressed through inservice education, the methods for dealing
with these problems, and the processes of evaluating the
results of inservice activities. Parker's contribution to
that volume consist of twelve (12) guidelines for inservice
and their implications. That the first two guidelines directly
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address decision-making appears significant to this author.
The first: "Peopl e Work as Individuals and as Members of
Groups on Problems That Are Significant to Them" (p. 104)
argues that teachers must be emotionally as well as intellec-
tually involved in the problem. They must be able to relate
the problem to some part of their own value system. His
second guideline reads: "The Same People Who Work on Prob-
lems Formulate Goals and Plan How They Will Work " (p. 107).
Together these two guidelines provide an essential basis upon
which real commitment to inservice goals can be established.
Only when the teachers' level of personal investment is high
will inservice activities be productive. The need for teachers
to make a "commitment to self-development that extends far
beyond any ordinary possession of classroom competencies”
(Hart, 1974, p. 499) is repeatedly identified in the litera-
ture on inservice education (Berman, 1971; Bush, 1971; Rubin,
1971). Rubin (1971) believes that in "teaching as in other
human endeavors, understanding, desire, and persistance of
effort usually are rooted more strongly in the person than in
the organization" (p. 4). The variables he identifies closely
resemble those contained in Bennis' (1966) definition of
implementation of change as a "process which includes the
creation in a client system of understanding of, and commit-
ment to, a particular change which can solve problems and
devices whereby it can become integral to the client-system's
operation" (p. 175). Although Bennis writes about changing
organizations, the process is similar to that involved in
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changing the behavior of teachers. Rubin (1968), however,
makes an important distinction between change and growth
when he writes
:
In its simplest sense, change is the substitution
of one thing for another; but growth, or improve-
ment, assumes a fundamental reorganization of
thinking, and implies that any resulting change be
a self-reasoned action that follows upon intelli-
gent analysis.
. . While change may be no more
than an external modification, growth is an inner
transformation
.
(pp. 5-6)
If growth is the goal of inservice teacher education, as it
is in the concept of inservice proposed in this dissertation,
then teachers must assume the role of major participants in
decisions about their education.
Adding support for teacher involvement in inservice
decisions, perceptual psychologists and open educators
repeatedly suggest that significant learning occurs when the
learner perceives the subject matter or experience as rele-
vant for his or her own purposes (Rogers, 1969, p. 158).
Combs (1971) summarizes neatly the impact of experiences in
which the student takes responsibility in the learning pro-
cess when he writes: "People do not sabotage their own
projects" (p. 36). Dewey (1933) also recognized that "since
learning is something that the pupil has to do himself and
for himself, the initiative lies with the learner" (p. 36).
In considering how best to educate teachers for integrated
day classrooms, Rathbone (1970) proposes that for teachers
to learn what it means "to treat another human being as an
agent in his own learning" (p. 26), they must themselves
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experience being agents in their own learning. They must
choose to engage their energies in inservice activities which
they perceive as meaningful.
If teachers are to make decisions regarding their pro-
fessional needs, then teacher educators must refine their own
skills in assisting that process. Rubin (1971) writes: "The
critical task, obviously, is to assist the individual teacher
to enhance the shrewdness of his judgments regarding his
professional needs" (p. 16). This function might well be
undertaken as part of the advising process through which the
school of education faculty member and the inservice graduate
student together plan and evaluate the individual teacher's
program. The advising process might also include efforts
to find the relationship between potential group or individual
experiences and the teacher's purposes. Advising might also
explore connections between the teacher's objectives and those
of his/her school setting and of his/her professional
associates (i.e., other teachers, university faculty, school
administrators). Louise Berman (1971) states:
Most persons possess some sense of direction,
whether implicit or explicit. The task of those
preparing educational leaders, therefore, is to help
persons make implicit values, purposes, goals, or
objectives more explicit and to assist in finding
ways to make the explicit goals a reality.
(p. 7)
Havelock's discussion (1972) of the process helper , one of
the four major roles of a change agent he identifies, also
advocates the kind of assistance proposed above by Berman
and Rubin.
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Assistance from inservice educators can and should
strengthen the teacher's decision-making skills and enable
him/her to become independent of the helper. The more
involved the teachers can be in making decisions at all
phases of the inservice education process, the closer they
will approximate self-renewal.
Valuing and Fostering the Teacher as Experimenter,
Problem-Solver, and Inquirer Can Contribute to Effective
Inservice Processes
Key ideas for inservice education related to this
guideline include: utilization of experimental method,
discovery of personal meaning, and action research on real
problems. As mentioned earlier in this chapter, this disser-
tation assumes that a major goal of inservice education is the
facilitation of teacher growth, which Rubin (1968) describes
as "a fundamental reorganization of thinking" (p. 5). This
description is consistent with Dewey's definition of thinking
in which he outlines the experimental method:
Thinking is the accurate and deliberate in-
stituting of connections between what is done and
its consequences. . . Thinking includes all these
steps--the sense of a problem, the observation of
conditions, the formation and rational elaboration
of a suggested conclusion, and the active experi-
mental testing.
.
. (1916, p. 151)
This process is frequently referred to as "active learning."
Perceptual psychologists emphasize that "learning which
significantly influences behavior must be personally appro-
priated and assimilated in experience" (Rogers, 1958, pp . 4-5).
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For discovery of personal meaning to occur, the learner must
become actively engaged with new data (Combs, 1971). To
insure self-growth and the continual refinement of under-
standings, awareness, competencies, and behaviors, the active
process of inquiry must become a professional habit. Thus,
inservice programs should provide conditions which foster
experimentation
.
Inservice educators who are attempting to apply these
notions of learning and growth to their work with teachers
are finding that
As a result, schools and teachers tend to think
of themselves as researchers and experimenters, re-
sponding to the endless challenge of doing a betterjob today than was done yesterday.
. .Some of the
most productive research originates in the class-
room.
(Armington, 1972, p. 66
Contributing to the likely productivity of such active re-
search is the simple fact that those who are making the
discoveries are in a position to generalize and put to
immediate use the results of their investigations.
I
Lillian Weber (1972), in her work with New York City
teachers, describes the process of change which evolved from
their increased perceptions of the gap between how children
learn and what was in fact occurring in schools,
A beginning is made toward change when teachers
perceive both the existence of a poor match and
the organizational possibility for a better one.
Teachers are not schizophreni c ; the effort to
accommodate occurs, and they begin changes as an
inevitability. Only this conviction of the
necess i t
y
for change can give them the energy and
courage to sustain the anxiety of public change,
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to risk actualizations that are inevitably inade-quate and fumbling and that can be evaluateddirectionally
—that is, how far along they aretoward better match.
(p. 66)
Her descriptions of how teachers moved gradually closer to
their goal of providing a better match resemble Dewey's
elaborations of the steps in thinking. In particular, their
attempts to make continual connections among their under-
standing of the problem, their observations of children, their
own behaviors and organizational arrangements and the
consequences of these, parallel the intent of Dewey's own
laboratory school. The purpose of Dewey's school^ was to allow
the "continual experimentation to discover the conditions
under which educative growth occurs" (Mayhew and Edwards,
1936, p. 6) and to test out curriculum and method to deter-
mine what best supported that growth. An important part of
the interaction among his teachers involved the refining and
modeling of ideas in the light of new perspectives provided
by the exchange among teachers and rooted in the reality-base
of the school itself.
Several authors cite willingness on the part of teachers
to view themselves as active experimenters as central to both
the concept of open education for children and the learning
of teachers themselves (Bush, 1971; Bussis and Chittenden,
1970; Rathbone, 1970). Action research emerged as a theme
as well in the NSSE Yearbook on Inservice Education in 1957
as a rich source of growth for inservice teachers. More
recently, Tyler (1971) reminded educators that "the constructive
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involvement of teachers in attacking real educational prob-
lems that they face is a powerful instrument of continuing
education (p. 13). The problem solving approach is not
inconsistent with the on-going development of theoretical and
pedagogical knowledge. It is precisely within real problem-
solving situations that theoretical formulations are most
useful and most need to be accessible to the classroom teacher.
Competent problem-solvers have at their disposal a variety
of ways of perceiving and behaving in any classroom or school
setting and are able, as well, to generalize from their parti-
cular experiences to larger contexts.
One implication of this guideline is that inservice
graduate program should be centered, in part, in the school
settings of the inservice teachers rather than exclusively
on the college campus. Review of teacher response to inser-
vice programs indicates that those programs which involved
active participation of teachers, laboratory and field experi-
ences, and direct work with children are most enthusiastically
received (Asher, 1967; Mohr, 1971). In the course of struc-
turing learning situations which intentionally involve teachers
in problem-solving and active investigation, school of educa-
tion personnel would also perform a service by helping
teachers, administrators, parents, and school boards recognize
that
:
The right of teachers to begin changes is
inherent in the right of any human being to modify
his actions in accordance with his intelligence.
(Weber, 1972, p. 67)
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Reflection is a Crucial Process in Making Rationalange in Mtitudes and Behavior; Inservice ProgramsShould Provide Conditions Conducive to Reflection
This section will discuss a definition of reflection,
the neglect of this important process in schools, and the role
of reflection in the teaching process.
Thelen
' s definition (1967) of an educative experience
describes well the important content of reflective thinking
and its function. He writes:
Experience is educative to the extent that itinvolves thinking about what one is doing, why he
is doing it, the general significance, usefulness
and applicability of the methods he is using in
doing it.
(P. 67)
Implicit in the act of reflection is the acceptance of
responsibility for future consequences which emanate from
present action (Dewey, 1916). Although reflection is an
integral part of the process of inquiry discussed in the pre-
vious section, it is treated separately here not only because
of its significant role in problem-solving or action research,
but also because it is so frequently neglected in designing
inservice activities.
Jackson (1971) outlines several conditions prevalent
in our schools which mitigate against this kind of responsible
behavior of teachers, including time and resource constraints
and the over-use of teachers in non-teaching functions.
Fischer (1971) also identifies additional time as an essential
requirement for improved teaching and recommends that school
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districts overhire by ten percent to allow for inservice
activity. Perhaps more readily available sources of additional
time already exist within current inservice frameworks. For
example, releasing teachers from cumpulsory attendance at
inservice sessions which do not address their major concerns
could salvage additional time for reflective behavior. Mis-
use of inservice time is also evident in the practice of
scheduling one "input" session after another where teachers
are exposed to new ideas or methods without providing the
time needed for interacting with that new data in ways that
make it personally meaningful and, therefore, conducive to
change. Jackson (1971) concludes with the appalling state-
ment :
They are forced to do their job without putting
their minds to it, without devoting the amount of
hard thought to it that the task requires.
(p. 30)
Despite the inhibiting circumstances identified by
Fischer and Jackson, reflective behavior has particular
relevance for the classroom teacher. Those who have contri-
buted to the growing literature on open education consistently
identify the reflective evaluation of diagnostic information
as central for teachers who are opening their classrooms
(Bussis and Chittenden, 1970; Rathbone, 1970; Walberg and
Thomas, 1971; Weber, 1972; Yeomans, 1972). Among the questions
which might be examined during this reflective time are: Why
is something working or not working? How might this or that
change affect classroom climate, the behavior of a particular
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child, or the use of materials? How do the observed results
compare with the intended outcomes of a particular plan or
set of behaviors? Considerable effort must be devoted to
exploring the many possible answers to these questions. A
reflective experience includes researching alternative ex-
planations and identifying potential alternative action
responses. Essential to reflection is suspension of judgment
while an intellectual search is undertaken (Dewey, 1933).
Teachers who develop the habit of suspending judgment have
at their disposal an important tool for altering their per-
ceptions and behaviors and for helping others, children and
colleagues, to grow as well. An example of how this habit
can be crucial to the teacher's professional behavior is
identified by Bussis and Chittenden (1973) when they discuss
the teacher as an evaluator of children's work:
The meaning that is derived from valuable
experience takes time in evolving; a likely result
of premature demands for evidence of learning is to
interfere with this process and cause the event to
be dismissed as "over."
(p. 226)
Another characteristic of reflective use of diagnostic infor-
mation is a teacher's willingness to observe a child's
involvement in an activity carefully before making a judg-
ment about how to extend or assess what is occurring (Walberg
and Thomas, 1971). Equally important in the teacher's role
is the ability to predict the probable outcomes of one or
another course of action. Taking time to examine the potential
sources, form, and results of behavior before actualizing a
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plan as well as to compare those outcomes with one's goals,
admits the possibility of altering or refining the plan to
better approximate those intentions.
Thelen (1972) provides some guidelines for inservice
educators by outlining five conditions in addition to time
which encourage reflection:
* * • -first, keeping anxiety within bounds andtranslating it into issues to be resolved; second
noninterference and respect for the individual'sprivacy while he is trying to think; third, estab-lishment of a generally nonthreatening "climate"through the habit of listening and responding with
clarification, encouragement, and the objectivedefinition of hard realities of all sorts; fourth,
stimulation through challenge and confrontation by
novel situations; and fifth, encouraging and
utilizing suggestions and creative ideas (contri-butions) which result from reflection.
(pp. 156-157)
An inservice graduate program can effectively use Thelen 's
guidelines in focusing on the planning, analysis and evalu-
ation of actual practice. The on-site advisory described
earlier would be particularly appropriate for such a focus.
In addition to on-site advising, teachers can be involved
productively in observing their own and other's attempts at
testing ideas in practice through media and other forms of
documentation and sharing. Combs (1971) suggests that "(f)o
effective change in behavior, it is necessary that learners
have continuous opportunities to observe the consequence of
their acts" (p. 115).
Reflection, then, has two major roles to play in the
cycle of thinking and acting that comprises inquiry or
experimental method. Reflection generates alternative ideas
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and methods for testing and also assesses experience for the
guidance of further action. Inservice teacher education
should include the development of competence in both aspects
of reflection.
Professional Growth of Teachers Must Be Sought in theContext of Their Unique Professional Settings WithParticular Attention to the Group or Groups Which CanSupport Their Change Efforts
Two major concepts that have relevance for inservice
education emerge from the literature on work with groups.
development should play an important role in inser-
vice efforts.* This view is summarized by Edelfelt (1974)
when he writes :
. . . one can conceive of inservice education as
faculty effort.
. .to get at both the collective
and individual problems teachers face. There is
some experience and research to substantiate the
view that improving a group's efforts is more
effective when members are dealt with together in
a context
,
rather than when each individual gets
inservice training separately.
(p. 251)
2) Involving teachers in new reference groups will assist
them in extending their perceptions of their roles and in
clarifying their professional goals.
Implementing change is a socialization process involving
the acquisition of new roles (Ortiz, 1974). The process of
socialization already exerting a powerful influence over
*This dissertation uses the definition of staff develop-
ment stated by Schumer (1973): "Staff development refers to
problem-solving processes of professional educators working
toward resolution of some education problem or need" (p. 1).
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teachers in schools has been described by Griffin and Lieberman
(1974) as "rounding off the personality corners so that
people will fit the system" (p. 8). A major factor in such
a socialization process is isolation from colleagues who are
potentially an important source of the teacher's sense of
professional identity (Goodlad, 1970; Griffin and Lieberman,
1974; Knoblock and Goldstein, 1971; Sarason, 1971). Inservice
educators need to be aware of the impact that role perceptions
have in determining attitudes and behaviors of teachers and
must address themselves to the processes through which new
roles emerge (Ortiz, 1974).
One major impetus for redefinition of roles is member-
ship in what Miles (1964) terms "temporary systems." He
defines a temporary system as a structure which operates
within a permanent organization and/or between organizations
whose members share the basic assumption that it will end
at a more or less definite point in time. An inservice
graduate program is an example of an impure case where,
although the faculty may remain as a permanent group, the
clients change. The system is therefore temporary for them.
Many of the characteristics of pure temporary systems in which
all members begin and end their association at the same time,
for example a summer institute, apply to impure temporary
systems as well. A primary focus of temporary systems is to
facilitate growth. Several properties and processes character-
istic of these systems contribute to their impact on individual
members. First, they are both limited in time and focused in
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in their range
-of content
,
increasing the use of directed
energy. Second, they have carefully specified membership with
a high degree of self-selection, encouraging further focus
upon shared goals. Identification with peers rather than
with authority figures as role models enables participants
to develop new role definitions and to "try out new role
behaviors experimentally and see what their real reward is"
(Miles, 1964, p. 467). A third important property of the
temporary system designed to induce change is its physical
and social isolation from whatever endeavors its members
usually undertake. Such isolation serves to reduce "preoc-
cupation with, and allegiance to, things as they are" (Miles,
1964, p. 454). The pressures of group norms associated with
the permanent system are decreased. Participants also have
a high degree of concentration on the goal focus of the
temporary system under such conditions. Temporary isolation
also serves a protective function, enabling participants to
experiment more freely in a low-risk setting. A fourth
property is size
,
which must be limited in order to allow a
problem-solving or change-inducing environment to exist.
An important process characteristic of temporary systems is
communication . In addition to encouraging communication among
participants who might not communicate in their permanent
systems, these systems actually make more and better infor-
mation available to their memberships for problem-solving.
More sharing of information occurs because the increased
interaction engendered by the temporary system leads to
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increased liking and more open and trustful relationships
(Berelson and Steiner, 1964; Coffey and Golden, 1957; Miles,
1964). Sentiments which characterize these systems include
group cohesiveness and involvement in the system's goals.
Typical norms of such groups include equalitarianism
,
openness
or authenticity, inquiry, advocacy of change, and effortful-
ness
.
Coffey and Golden's discussion (1957) or the importance
of groups in influencing individual growth is a central theme
°f the NSSE 56th Yearbook on Inservice Education . The
variables they identify as particularly vital to the influence
of a group clearly parallel those identified by Miles. They
add that "the more attractive a group is to its members, the
greater is the influence it can exert. Attractiveness of the
group is related to the degree to which it satisfies members'
needs" (p. 93). McClelland (1970) has based his work on the
relationships between acquisition of new motives and member-
ship in new reference groups. He reports that
. .
.
(e)ndless studies have shown that people's
opinions, attitudes, and beliefs are a function
of their reference groups and that different
attitudes are likely to arise and be sustained
primarily when the person moves or affiliates with a
new reference group.
(p. 429)
Miles' temporary system is one example of a new reference
group which has particular relevance to a graduate program
for inservice teachers. Its membership includes both the
teachers - graduate students and the university personnel with
whom they work. It can function As a linking system between
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two more permanent systems, the public schools and the
teacher education institution. The composition of this group
can be particularly useful in supporting change. The in-
clusion of members who are outside the teacher's own permanent
system and, therefore, not wholly bound by the existing norms
of the system, allows the groups to consider alternative
methods (Miles, 1964, p. 641). The involvement of two or
more teachers from one school or district builds into this new
reference group a local support groups as well. Rubin (1969)
found that teachers who are engaged in a common pursuit tend
to reinforce one another" (p. 12). Both the larger group
associated with an inservice graduate program and its local
subgroup, then, have the potential to provide the "ego sup-
port by meaningful associates" (Thelen, 1971, p. 73) recognized
as a requisite to teacher growth by so many theoreticians
and practitioners (Coffey and Golden, 1957; Griffin and
Lieberman, 1974; Lawrence, 1974; McClelland, 1970; Miles, 1964;
Rubin, 1971; Thelen, 1971; Weber, 1972).
The need for support systems to extend beyond an initial
intensive workshop experience to the actual attempts to apply
or try out new larnings in one's profession milieu is
stressed repeatedly in the literature (Miles, 1964; Rubin,
1971; Thelen, 1971; Wolf and Fiorino, 1973). The power these
groups can have to help members feel more adequate is demon-
strated in part by the fact that they often form spontaneously
outside the official structures (Thelen, 1971). Some groups
of teachers have discovered that support and peer recognition
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are available to them if they organize themselves into support
groups, teacher centers, learning partnerships, etc. Some
features of these groups are: opportunity to gain outside
perspectives on one's own classroom and teaching from people
who, by virture of being teachers themselves, are informed
and empathetic; relationship with people who unconditionally
accept the worth of each teacher; an environment in which
making and admitting mistakes is viewed as a natural part
of the process of change; a place in which helping is a mutual
process. An inservice program which can build on such struc-
tures and heighten their influence through linking them with
other support systems will have a strong vehicle to assist in
teacher growth. Griffin and Lieberman (1974) warn that unless
attention is paid to linking these support groups to other
groups of teachers, parents, administrators, and students
capable of providing support for a particular change, "the
human energy needed to induce and sustain the change just is
not present.
. . The stronger the support group and the
greater its willingness to experiment and keep going, the more
likely the innovation will be to take hold and become part
of the larger system" (pp. 13-14). The issue of how support
groups or temporary systems connect to the larger permanent
system will be discussed further later in this chapter in
connection with administrative support of inservice goals.
An important aspect of inservice education which is
structured around recognition of group influence is its
demand for personalization. Wolf and Fiorino (1973) found
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m surveying effective change strategies that "personal
direct involvement forms related more directly to innova-
tiveness than any other form of diffusion" (p. 82). The
importance of social experience in determining growth is
stressed repeatedly in Dewey's writings. He states "there
is no substitute for the vitality and depth of close and
direct intercourse and attachment" (1927, p. 213). Having
built his own laboratory school on this assumption, he
reports
:
Cooperative social organization applied to the
teaching body of the school as well as to the
pupils. Indeed, it could not apply to the latter
unless it had first taken effect with the former.
Association and exchange among teachers was our
substitute for what is called supervision, critic
teaching, and technical training.
(1936, p. 371)
Additional support can be found for the notion that in the
most effective inservice experiences, participants work on
real problems or tasks faced by teachers with members of their
own organization (Asher, 1971; Berry, 1974; Bush, 1971;
Edelfelt, 1974; Lippitt and Fox, 1971; Rubin, 1971; Tyler,
1971)
.
The Integrated Day Inservice Growth Program described
in Chapter III of this dissertation attempts to utilize the
concepts discussed above: 1) Staff development should play
an important role in inservice efforts, and 2) Involving
teachers in new reference groups will assist them in extending
their perceptions of their roles and in clarifying their pro-
fessional goals. Inservice teachers are attracted to the
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program because of a shared value or goal focus, namely the
opening of classrooms and schools. Associates of the program,
including other teachers, doctoral students, faculty, and
preservice interns, together, form a new reference group
which acts to support their growth. Within the framework of
this group, the presence of two or more teachers from the
same school or district builds in the potential for staff
development
.
Administrative Support From the Teachers' School District
Is Essential to the Effectiveness of Inservice ActivitiesContributing to the Professional Growth of Those Teachers
The role of school administrators in facilitating or
inhibiting teacher growth is critical (Goodlad, 1970; Gross,
Giaquinta, and Bernstein, 1968; Lawrence, 1974; Sinclair,
1969). In particular, the school principal is viewed by
many researchers as the key agent in the process of change
(Barth, 1972). Despite efforts on the part of many adminis-
trators to develop more democratic structures within their
schools, the public school system as a whole still functions
in heirarchical fashion with teachers close to the bottom
line. While inservice teacher education programs should
participate in changing organizational habits which inhibit
teacher growth, they must at the same time recognize the
current impact that administrator attitudes and behaviors
have upon classroom teachers' ability to make changes and
upon their willingness to take the risks that accompany change.
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Since the testing out of new behaviors and ideas in
classrooms or schools is an important part of effective in-
service teacher education, the sanction of administrators
in schools where teachers will be applying new learnings is
curcial to the teacher's growth. Frequently, new approaches
to schooling are extinguished before they have time to take
hold because sufficient support is lacking. Administrators
who perceive themselves as having a vested interest in the
teachers' change efforts may be able to sustain those efforts
after the first flush of enthusiasm in exploring new educa-
tional approaches has worn off and the bureaucratic pressure
of the system has begun to inhibit the impetus for change"
(Cass, 1974, p. 51).
Consideration must be given to the reward systems
operating in the schools where teachers will experience a
major part of their inservice growth (.Browne, 1975; Devore,
1971; Griffin and Lieberman, 1974; Harris, 1966; Rubin, 1969).
Administrators, however, have a role to play beyond giving
passive approval for the professional development efforts
of teachers. More active and tangible evidence of support
might include making adjustments in organizational arrange-
ments to facilitate changes initiated by teachers, providing
necessary resources, and participating in problem-solving
during the initial period of frustration and uncertainty
(Gross, Giaquinta, and Bernstein, 1968).
One way for inservice graduate programs to respond to
the need for administrative sanction and support is for
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university personnel to enter into collaborative efforts with
administrators as well as with teachers in planning programs.
Involving administrators in various aspects of an inservice
program appears to enhance its effectiveness (Havelock,
1970; Lippitt and Fox, 1971; Lawrence, 1974; Mohr, 1971).
Inservice programs might also focus productively on assisting
teachers acquire skills in soliciting support, collaborating
with administrators, and reinforcing supportive administrative
behaviors. Inservice graduate programs should build into
their design opportunities for teachers, administrators, and
university personnel to pursue shared goals.
Inservice Programs Should Build Upon Processes
Which Facilitate Self-Renewal
Perhaps the most telling observation about
our educational system is that there is not, below
the level of intense criticism and endless recommen-
dations for improvement, any effective structure
by means of which countervailing ideas and models
may be pumped in and developed to the point of
becoming real alternatives. Stated conversely,
the system is geared to self-preservation, not
to self-renewal.
( Goodlad
,
1970, p. 99)
This section offers a definition of self-renewal as it
pertains to the professional growth of teachers and discusses
the importance of leadership skills in teachers. Eight
skills or processes are described which contribute to effec-
tive leadership behavior. The section concludes with a
discussion of collaboration as an essential process for self-
renewal and outlines the role of the helper in working
toward capacity for self-renewal.
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Inservice activities organized around the guidelines
suggested in this dissertation will be fostering self-renewal
capacities in individuals and their school systems. Self-
renewal can be viewed as a process involving an individual,
a group, or a system characterized by a continuous effort to
engage in problem-solving directed toward self-identified
problems. While currently many inservice activities are under
taken by teachers at the insistence of administrators, con-
sultants, university professors, or school boards, the
motivation and energy behind self-renewal activities are more
self-sustaining and relatively independent of continuous out-
pressures. Of course, teachers who are self—renewing
do draw on varied resources outside themselves. Self-renewal,
however, depends on autonomy and independence in the learner.
Helping teachers to become responsible for their own profes-
sional growth is a major goal of the Integrated Day Inservice
Growth Program. The notion of self-renewal guiding that
program is like that summarized by Lippitt and Fox (1971) who
urge that
:
Teachers should be helped to become more skill-
ful in managing some of their own inservice educa-
tion— training in problem-solving, in seeking and
utilizing resources, in • developing alternatives
for action, in evaluating the results of innovative
efforts. In other words, teachers as well as
students may profit from "learning to learn"
activities
.
(pp. 147-148)
Berman (1971) identifies several of those activities in her
work on leadership development. She recognizes that, as
teachers move toward a more professional status, they must
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assume new roles. An important focus of the Integrated Day
Inservice Growth Program is providing for the development
of leadership skills which will enable teachers not only to
provision for their own inservice growth, but to take respon-
sibility as well in variety of staff development activities
in their school systems. Berman (1971) recommends concen-
trating on process-related skills in the education of teachers
and other educational personnel to help them "utilize their
own inherent strengths to the fullest" (p. 6), and become
better decision-makers and more competent learners. Her
definition of leadership as "an infinitely delicate sensitive
process experienced by one who facilitates the productivity
of others" (p. Ill) links her work with others who have
explored the helping relationship; indeed, the eight basic
skills or processes which she identifies below overlap, support,
and build on the work of Combs, Rogers, Havelock, and others.
The eight processes Berman discusses are: perceiving,
communicating, concern, knowing, decision-making, patterning,
creating, and valuing. Berman is particularly interested in
extending the perceiving of educational leaders and enabling
them to become more conscious of the role their incomplete
perceptions play in the judgments they make. Her focus in
discussing communicat ing is on closing the gap between intended
meaning and those meanings to which the receivers of communi-
cation respond. Concern is a concept that encompasses skill
in facilitiat ing, creating mutual trust, displaying integrity,
and co-responding . Berman states that "the biggest gap in
67
our knowledge of human organizations has to do with practical
knowledge about fulfilling man . s need for affiliation> CQn_
firmation, and reciprocity in our highly complex system"
(P. 36). Knowing is considered in terms of the educational
leader's competency ln collecting accurate data, in dealing
with the range and variety of ideas and sources critical to
the complex nature of the education endeavor.
The last four processes described by Berman are all
dependent on the ability to make personal sense out of complex
stimuli. Decision-making carries with it the responsibility
for "developing a rationale for priorities" (p. 60) to guide
decisions. Berman identifies several prerequisites for
decisions which reach beyond the mundane or the obvious"
(p. 56) when she writes:
To make fresh decisions demands, on the part of
the person, a desire for risk-taking, a concern for
the effect of decision on one's fellows, a feeling
for the interdependence as well as the independence
of man, a concern for the fruitful utilization of
one's energies for worthwhile causes, a knowledge
of one's own psychological stamina, and attraction
to the difficult.
(p. 56)
Her description is reminiscent of that provided earlier in
this chapter of the self-actualizing teacher. Patterning
#
brings coherence to the tremendous quantity and variety of
data that include memory, impressions, and perceptions. The
educational leader must be able to synthesize and integrate
as well as classify and analyze that data. The activities
Berman suggests for developing such competencies are intended
not only to refine the lender's own ability to pattern
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experience in useful ways but to prize the uniqueness of
his/her own organizational structures and to appreciate and
consider others’ organizational structures as well. Her
descriptions of those behaviors which characterize creating
draw upon all the other seven processes, especially on
patterning. She writes: "the person integrates his insights
and resources into a new whole" (p. 80). Other ingredients
of creating Berman includes are: "openness to the environ-
ment" (p. 76) (perceiving), focusing or concentrating and
reflecting, and "defining one's vision" (p. 79) (valuing).
The condition or ingredient of creating which she identifies
as mastery as it applies to educational leadership,
. . .involves control over one's own thinking and
ways of behaving and relating so that the person
can use himself as a tool to further the interests
of those with whom he interacts.
(p. 82)
Such a description evokes the image of the helper, the teacher,
the colleague, the supervisor, par excellence
. Berman is
careful, however, to list some of the factors which inhibit
this process of creating. For example, an individual may
engage in only part of the process or spend too little time
in each of the operations described. Dependence upon other
persons is another deterrent. Involving oneself in too many
unrelated interactions and not allowing time for "defining
one's vision" is further cause for competence in creating to
be inhibited. The various aspects or ingredients of creating
as well as the deterrents are important considerations for
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those planning
.inservice programs for teachers that lead to
capacity for self-renewal.
The last process Berman discusses is valuing
, defined
as "the process of establishing priorities within the fluid
situations of everyday living” (p. 86). The behaviors most
critical to valuing are: judging alternatives, acquiring
an action orientation, developing a framework of priorities,
learning to give, and dealing with conflict in values as a
challenge rather than as a threat (pp. 85-93).
Berman's eight processes constitute a valuable contri-
bution to inservice teacher education. They are skills which
can be applied in any content area under investigation by
teachers and are, in fact, best developed in the context of
specific situations. Focusing on such processes also helps
avoid the problems of obsolescence. Teachers who are equipped
with these competencies will be better able to make the
adaptations and accommodations necessary to meet both the
needs of a changing society and the challenges of improved
theory and practice.
Another inservice effort that builds on the concept of
general processes is the Improved Teaching Competencies Pro-
gram being developed by Charles Jung at the Northwest
Regional Laboratory. Jung (1972) describes that program as
one which provides twenty-four instructional systems for
training in six general processes:
These include being an active learner, inter-
acting with students to support learning, objective
analysis and planned change, interpersonal skills,
70
support for professional growth and organization-, 1improvement, and operating local schoofs £o sip-port the growth of human potential.
(p. 277)
The packages of training materials are directed primarily,
although not exclusively, toward teacher growth and include
behavioral learnings. Practicing behaviors, through simula-
tion and through application in actual job situations, is
one method these systems share with Berman's curriculum for
leadership training.
The competencies identified by both Berman and Jung
are vital to successful collaboration, a major process which
facilitiates self-renewal. The goal of collaboration guides
the approach to inservice teacher education proposed in this
dissertation in several ways. Collaboration between univer-
sity and public school personnel must be on-going and satis-
factory to all parties to enable teachers to make meaningful
connections between their graduate inservice education and
their professional settings. In particular, the administra-
tive support identified earlier in this chapter as critical
to such connecting efforts develops that kind of collaborative
relationship. Further, university personnel must keep them-
selves informed about the environments which they hope
ultimately to affect and about the resources particular
environments can make available in the interests of both pre
and inservice teacher education. Likewise, school personnel
benefit from a better understanding of the resources and
limitations of the university. At another level, collaboration
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among teachers is essential to their developing structures
for managing their own professional growth.
In addition to providing each other the necessary
psychological support discussed earlier in this chapter,
teachers are capable of facilitating the growth of other
teachers in a variety of substantive ways. Indeed, teachers
have been found to be very effective in teaching other teachers
(Bush, 1971; Devore, 1971; Goodlad, 1972; Rubin, 1969).
Creating opportunities for teachers to share their strengths
through peer teaching, visitations, active involvement in
training new teachers, and through a variety of learning part-
nerships should be one focus of inservice leaders. A National
Education Association study ( Professional Growth of Teachers
,
In-Service
, 1967) revealed that more school systems rewarded
teachers for educational activities that involved the leader-
ship of administrators or university personnel than for those
educational activities involving primarily the interaction
of peers (Lortie, 1973). Examples of such activities which
promote teachers' self-esteem and self-actualization will be
further described in Chapters III and IV.
The attitudes teachers have toward themselves and their
own learning are central to the concept of self-renewal.
Research on characteristics of open education teachers has
revealed that these teachers are eager to continue their own
development (Armington, 1972; Walberg and Thomas, 1971, Weber,
1972). One such characteristic reads: "The teacher sees
himself as a continual learner who explores new ideas and
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possibilities inside and outside the classroom" (Walberg and
Thomas, 1971, A-54). Combs (1971) affirms that such openness
to experience is learned. All teachers, then, can acquire
these attitudes. Combs is careful to add, however, that
openness is "a consequence of being sufficiently secure where
one is" (p. 158). Inservice educators must be sensitive to
that need to be secure and learn to accept teachers and to
build on their strengths. Their manner of interacting with
teachers and schools, as well as their structuring of growth
experiences for teachers, should, as Sarason (1971) suggests,
"enable the teacher to perceive her role differently, that is
to perceive her role not as threatened or derogated but as
expanded in scope and importance" (p. 161). The former
perception is damaging to the teacher’s self-esteem; but it
is, unfortunately, common among teachers who have participated
in the defect approach to inservice. The literature abounds
with admonitions to avoid a focus on deficiences and concen-
trate instead on building upon the inherent strengths already
possessed by individual teachers, groups of teachers, and
schools, (Berman, 1971; Bush, 1971; Kinnick, 1957; Rubin,
1971; Waynant
,
1971). A concern for building on strengths,
however, carries with it the need for identifying those
strengths both in and out of the classroom. Implications
for school of education personnel include the need to commit
time and energy to observing teachers in their professional
settings as well as providing flexible structures in courses
and workshops that allow those strengths to be recognized and
used
.
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Rubin (1971) contributes an important concept for guid-
ing inservice education toward helping teachers become open
when he describes sanative experience
, a prerequisite to the
maturing process which moves a teacher from dependency to
autonomy. He writes,
Experience that increases insight, deepens
awareness, enlarges one's sense of options, or
that reduces the anxiety of change, is sanative.
Such experience is the seminal element of growth.
(p. 265)
Important questions for inservice educators are: How can we
assist teachers as they grow toward self-renewal? How can we
provide conditions for the sanative experiences which will
nurture their developing into autonomous learners?
Havelock (1972) begins to address these questions in his
treatment of four change agency or helper roles: catalyst,
solution giver, process helper, and resource linker. Each has
implications for inservice growth. The catalyst is one who
provides impetus for change. This role is perhaps most appro-
priate in the early stages of an inservice growth program. He/
she might get things moving by legitimizing and making public
some of the private thoughts and feelings of teachers—the needs
and dissatisfactions that teachers experience can be given
credibility. The catalyst can be instrumental in encouraging
the development of new reference groups. The solution giver
can be a helpful role by providing teachers with specific
skills and information which will increase their competence.
The solution giver who responds to the specific needs of the
teacher and is willing to work with the teacher in adapting
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ideas to the teacher’s situation can increase the chances of
success and the teacher's sense of adequacy. The process
helper must be able to "convey to others a feeling of power
to bring about change" (p. 71). A major way the process
helper develops this sense of power is through assisting
teachers in specific problem-solving skills. An important
part of resource linker is to help teachers see one another
as resources. When the helper can "bring people to a realiza-
tion of their own resource-giving potential" (p. 71), then
he/she releases a major source for self-renewal.
The capacity of individual teachers and groups of
teachers to be self-directed
,
autonomous learners is critical
to building more responsive, self-renewing educational insti-
tution. Inservice educators, whose relationship with parti-
cular teachers is temporary and limited, would do well to
devote energies to building conditions that foster that capac-
ity. In this section, several processes are suggested for
facilitating self-renewal through inservice programs.
Summary
This chapter began with a definition by John Dewey of
education as growth toward increased ability to make meaning-
ful connections among experiences and toward increased inde-
pendence. Support for the assumptions which provide a
context for the Inservice Growth Program and support for the
effects of the self-concept on growth was presented through
reference to the contributions of perceptual psychologists.
These theoretical underpinnings support the seven guidelines
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for effective inservice education proposed in the remainder
of the chapter. Two major questions were addressed which
contribute to the development of the comprehensive concept
of inservice teacher education which this dissertation
proposes and illustrates using the Inservice Growth Program
as an example. A discussion of the theoretical framework
which supports this approach preceded the presentation of
guidelines for effective inservice education. A number of
beliefs were explored which provide some support for the
effect a positive self-concept can have on a teacher's growth.
Those beliefs have guided the practices of the inservice
program described in this study. The discussion of this
theoretical framework was organized around four questions.
The first two addressed were: What determines the esteem
value a person assigns to himself/herself ? and What are
the conditions under which positive self-esteem can develop
and flourish? Perceptual psychologists agree that self-
concept is learned through experiences with success or failure
and through the perceptions one has of the way others respond
to him/her. According to Maslow (1962), in order to deal
with higher order needs, lower order needs must be met. In
particular, positive self-concept is dependent upon affilia-
tion or group acceptance.
The next two questions addressed were: What are the
characteristics of people with high self-esteem? and What
significance to these characteristics have for the teaching
profession? Self-concept expands or limits other perceptions
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and plays a most important role in directing behavior. High
self-esteem contributes to open, autonomous, independent,
self-actualizing behavior as well as to effective cooperation,
willingness to risk and capacity for personal involvement.
Studies were described which support the relationship between
teachers’ positive self-concepts and effective teaching.
In the remainder of the chapter, seven guidelines for
inservice education were proposed. The discussion of each
guideline addressed the question: What suggestions for effec-
tive inservice education can be gleaned from the literature
on inservice and staff development?
The seven guidelines which were stated on page 36 as
the organizational framework of the chapter represent broad
categories of suggestions found in the literature. Specific
suggestions relevant to each of the guidelines were identified
in the discussion of each guideline. Examples of suggestions
include: the utilization of the advisory approach to teacher
education; the involvement of teachers in growth experiences
which provide opportunities for peer interaction and peer
teaching; focusing upon the real educational problems that
teachers confront; and providing opportunities for teachers
to observe the consequences of their actions.
The discussion of each guideline further addressed the
question: How can school of education personnel contribute
to conditions which promote growth?
Several implications for teacher educators emerge from
the discussion of the seven guidelines for effective inservice
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education. Inservice educators should utilize models of
helping which give maximum control over their own develop-
ment to teachers through an emphasis on assisting teachers in
making decisions about their own professional needs and in
managing their own inservice education. The role of advising
is critical in establishing such an inservice program. A
major contribution that inservice education can make to
teachers’ capacities for self-management is the development
of habits of inquiry.
Schools of education should develop inservice programs
which are personalized. Emphasis should be placed upon the
interpersonal relationships which are developed as a conse-
quence of inservice programs. Teacher educators must be
willing to engage in long-term commitments with teachers and
schools which include learning about the individual teacher
in the context of his/her own professional setting.
Inservice programs should provide support for teachers
as they pursue their own professional growth. Association and
exchange among teachers, when built into inservice programs,
can assist teachers in extending their perceptions of their
roles. Provision for local support groups of teachers as
well as the support of school administrations can be one
outcome of developing collaborative relationships with schools.
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CHAPTER III
DESCRIPTION OF THE INTEGRATED DAY INSERVICE GROWTH PROGRAM
The Inservice Growth Program is a component of the Inte-
grated Day Program at the School of Education, University of
Massachusetts. It represents an effort on the part of one
higher education institution to collaborate with public schools
in meeting the professional growth needs of inservice teachers.
It is described in this chapter as an example of the kind of
inservice teacher education proposed in this dissertation.
The assumptions about conditions for growth, the criteria for
effective inservice, and their implications advanced in
Chapter II are embraced by the faculty and doctoral students
staffing this particular program. An analysis of specific ways
in which the Inservice Growth Program attempts to be consis-
tent with the guidelines presented in Chapter II will be made
in Chapter IV of this dissertation.
History
The Integrated Day Program began its involvement with
inservice teacher education in 1970 when it initiated with
several school districts the Staff Development Cooperative for
the Implementation of the Integrated Day Project (SDC/Integrated
Day). After a planning year in 1970-71, the New England
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Program in Teacher Education (NEPTE) funded the project for
two years. The SDC/Integrated Day Project Steering Committee
was composed of representatives of the school districts, pro-
ject teachers and communities, the University of Massachusett
School of Education, the Early Childhood Program at the Univ-
ersity of New Hampshire, the Departments of Education of
Massachusetts and Vermont, and Massachusetts State Colleges
at Fitchburg and Salem. This body set general policies and
formulated the following guiding objectives:
1. To prepare for, plan, and implement a responsive
educational approach in selected New England
school districts.
2. To establish communication and cooperation among
selected school districts in Northern New England,
the State Departments of Education of each of the
participating states, and the University of
Massachusetts and New Hampshire local advisory
groups
.
3. To bridge the usual disparity between pre-service
and in-service teacher education by designing a
program that ties the two together in a meaning-
ful and operative manner.
4. To produce teachers (pre-service and in-service)
who can address themselves to the needs of the
learner by constructing a warm and responsive
educational environment that encourages self-
initiated learning, concern for affective as
well as cognitive outcomes, and an emphasis on
concrete experiences for the learner.
5. To establish Staff Learning Centers to facilitate
curriculum and materials development and to pro-
vide in-service workshops for continued develop-
ment of staff competencies.
6. To plan for and provide evaluation and eventual
dissemination of this program beyond the partici-
pating agencies.
7. To build in the capacity for continuation of the
program after NEPTE ' s resources have been utilized.
(Planning Council of the SDC/Integrated Day,
1971, p. 3)
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The Steering Committee determined that participating teachers
be selected through procedures outlined by each school dis-
trict, agreeing that the principle of voluntarism should guide
those procedures. Further guidelines included the stipulation
that a minimum of two teachers and the principal from any
single school enter the Project. Schumer (1973) reports
This was suggested as a means both of buildingin-service support for the teachers and of reinforc-ing the concept of staff development. Of equalimportance, the building principal was deemed essen-
tial to the successful attainment of Project goals.
(p. 58)
During the years 1971-1972 and 1972-1973, teachers and prin-
cipals participated in the Project from four school districts:
Kennebunk and Kennebunkport
,
Maine; Brattleboro, Vermont;
Gateway Regional District, Massachusetts; and Wellesley,
Massachusetts. Participation included: intensive summer work-
shop experiences, on-site workshops led by School of Educa-
tion faculty and doctoral students, intensive 2 and 3-day
workshops held on-campus during the school year, accepting
pre-service interns into Project classrooms, and receiving
support services regularly from Resource Persons who were
doctoral students at the School of Education and served as
advisors in the field two (2) days a week to both teachers
and interns.*
Although NEPTE funding expired after two years, the Inte-
grated Day Program continued to develop a preservice/inservice
*A full description and analysis of the SDC/ Integrated Day
Project is given in An Educational Change Model: Pre-Service ,
In-Service Continuum by Ann B. Schumer (1973).
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continuum in teacher education. The School of Education
supported the services of Resource Persons in the form of
doctoral assistantships. Since the Resource Persons were pro-
viding services to preservice interns as well as to inservice
teachers and administrators, university assistantships assigned
for intern supervision could be utilized for this more compre-
hensive role. The preservice students prepared through the
Integrated Day Program were placed in the Project districts.
Faculty made several visits to those districts to meet with
teachers and administrators, to conduct workshops, and to plan
for continuing future collaboration.
During the year 1973-1974, a proposal was submitted to
the School of Education by the Integrated Day Program for
the formation of a part-time graduate degree program designed
for teachers in the field (Appendix A). Several Project
teachers requested such a program since few graduate positions
were being awarded at that time to inservice teachers who
wanted to improve their skills and expand their roles. Most
of the graduate positions, up to that time, were awarded tc
those preparing to be teacher educators and administrators.
Many of the teachers had already earned several graduate
credits through their participation in summer workshops held
on-campus. In Spring semester, 1973 and Spring semester, 1974,
teachers were able to earn graduate credit through courses
given in the field by the Integrated Day Program faculty.
These teachers were interested in continuing to plan for their
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professional growth with the guidance of the Integrated
Day faculty. They strongly expressed the need to pursue their
graduate education while remaining actively involved in their
professional roles as full-time teachers.
In November, 1973, the Teacher Preparation Program
Council of the School of Education requested recommendations
from the Inservice Study Committee of that body in three areas:
1) guidelines for inservice programs; 2) coordination and
administrative mechanisms for inservice programs; and 3) means
for stimulating the development of inservice programs. The
Inservice Study Committee, chaired by the Co-Director of the
Integrated Day Program, shared its recommednat ions with the
Council in January, 1974 in a report here included as Appendix
B. The School of Education administration strongly endorsed
the notion of University involvement in inservice teacher
education and the collaboration between universities and pub-
lic schools. The Inservice Growth Program proposal represented
a design for institutional response to that endorsement.
School of Education Context
Beginning in Fall 1974 fifteen inservice proposals,
developed by a wide variety of programs within the School of
Education, were approved by the School administration. Thirty-
six percent of the graduate student admission slots for the
School of Education were designated for those inservice pro-
grams, one of which was the Integrated Day Inservice Growth
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Program. The development of these programs demonstrated the
leadership the School of Education was taking in acting upon
the concern, voiced by both University President Wood and
Massachusetts Governor Sargent, that the University better
serve the community.
Also, beginning in Fall, 1974, the Teacher Preparation
Programs Council changed its title to the Teacher Education
Council to better reflect its new functions: to advise the
School of Education Cabinet on all matters relating to both
preservice and inservice teacher education. During 1974-1975,
this body continued to build upon the contribution it had
made the previous year, with the Inservice Committee recommen-
dations
.
Issues regarding the approval of new inservice programs
and the expansion of those already in operation came under
review by the Teacher Education Council (TEC). Related to the
issue of approval was the allocation of new admission slots
for 1975. Since the School again agreed to allot one-third
of its admission slots for Fall 1975 to inservice programs,
clear distinctions had to be made between these positions and
regular graduate slots. TEC was given the responsibility of
recommending how these slots were to be distributed among
programs
.
TEC responded by developing a procedure in which the
faculty could either submit proposals for new inservice pro-
grams indicating the number of graduate students needed to
make the program viable or submit a progress report on an
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already existing inservlce program with a request lor additional
graduate slots. A procedure for approving or rejecting pro-
grams according to specific criteria was addressed first, with
recommendations as to numbers of students determined as a
separate procedure. The criteria established by the Council
for approving programs clearly indicated a departure from
traditional concepts of inservice education. For example,
whereas traditional inservice teacher education involving
universities has focused primarily on individual growth, TEC
criteria demanded that programs indicate consideration for
institutional growth as well. Only programs designed for
participants employed in an institution (usually a public
school) and having commitment to that institution were consid-
ered. Those institutions were likewise expected to have in-
dicated support for the program. Whereas traditional inservice
programs have frequently failed to consider the needs of
participant teachers and their institutional settings, TEC
criteria demanded evidence of an assessment of participants'
and their institution's needs. Collaboration with those insti-
tutions in determining goals and program design was considered
essential to the concept of inservice generated by TEC. Other
«
criteria included linkage with an ongoing preservice program,
stated plans for evaluation, and clear provisions for advising
services. The notion that inservice programs must be built
upon clearly stated rationale was represented in the criteria
as well. Proposals which did not meet the criteria were not
allocated inservice graduate slots. Although faculty requesting
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those slots could complete for slots from the general pool
designated for the School of Education graduate programs at
M.Ed., C.A.G.S., and Ed.D. levels, some reconsidered their
goals and began to plan for more collaborative programs that
would be conceptually more consistent with the new thrust of
the School of Education. This procedure and the resulting
discussions generated among Council members provided consider-
able impetus for reshaping the concept of inservice teacher
education prevalent in the School.
TEC was also successful in gaining support for the concept
of part-time graduate inservice programs from the University.
Approval by the University administration for a new system
for calculating graduate admissions numbers was obtained.
Based on a Faculty Time Equivalent system which recognized
that part-time graduate students in inservice programs would
be enrolled for a maximum of six credits per semester rather
than the twelve credits currently used to determine numbers
of slots, the new system enables the School to accept twice as
many inservice graduate students and thus extend their services
to the community.
Major tasks still facing the School include obtaining
School and University approval for inservice teacher education
in the form of material resources ( assistantships
,
travel
funds, etc
.
) which are currently linked primarily to preser-
vice activities, and new reward systems for faculty that would
encourage field-based activity and inservice program develop-
ment .
Program Goals
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One of the inservice programs receiving TEC approval was
the Integrated Day Inservice Growth Program, a degree-granting
program that extends the inservice, field-based component
( SDC/ Integrated Day Project) of the Integrated Day Program at
the School of Education. It shares with all that Program's
operations the goal of changing educational environments for
children through the life-long process of teacher education.
The thrust of the Integrated Day Program is open education;
and the field component serves as a training ground for open
educators in a variety of professional capacities, including
classroom teachers, teacher educators, advisors, consultants
and administrators. R. Mason Bunker (1974), Co-director of
the Program, describes some of the characteristics which
distinguish the environments which this Program works toward
creating
:
A major discriminating factor between an open
classroom and any other is the level of contribution
teachers and children make to goal setting, activity
planning, use of space, and evaluation. In open
classrooms that level of contribution is high. This
approach depends upon shared decision-making, active
learning, and skill acquisition within a humane
environment as learners. An integral part of this
approach is the intent to maintain the natural
integration of learning; that is, teachers in open
classrooms recognize and act on the belief that
learning takes place in wholes. Teachers who will
foster this kind of open learning must have personal
learning experiences which lead them toward that
same kind of independence as learners. The Integrated
Day Program is designed to provide those kinds of
learning experiences.
(p. 10)
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Components of the Integrated Day Program include: under-
graduate and graduate preservice teacher preparation, a doctoral
program, and an inservice program which has both degree and
non-degree participants. All of the components interact with
and build upon one another. Inservice teachers participate
in various aspects of the Program, including, for example,
attending workshops and support group sessions, meeting with
resource persons, and functioning as cooperating teachers for
the preservice students. The specific focus of the Inservice
Growth Program is the development of professional teacher
leaders. The involvement of teachers in this degree program
is therefore more extensive and intensive than is the involve-
ment of the other inservice teachers.
The concept of leadership has particular significance for
open education because of the high degree of responsibility
teachers who are opening classrooms and school environments
assume in making decisions that affect children. Some of these
decisions have implications for the organizational structure
of schools as well as for the role of the teacher. Growth in
the leadership behaviors of teachers in the Inservice Growth
Program are evidenced by the following: becoming increasingly
responsible for preservice teacher education, acting as
helpers to colleagues interested in opening their classrooms,
risk-taking, becoming more effective articulators of educa-
tional pedagogy and of the philosophical and psychological
underpinnings of open education, building and evaluating
curriculum, and becoming better collaborators.
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Within the context of open education, the Inservice Growth
Program has the following goals:
to treat teachers as competent professionals
- to focus on teachers' strengths
schools
^ 0
*3 collaborat ive relationships with public
- to engage teachers in collaborative learning
- to support the development of professional leadership
skills among teachers
- to facilitate the growth of on-going support systemsfor teachers as they implement change
- to provide opportunities for both teachers and teacher
educators to reflect upon the implications of new
ideas and theory against the constant field of school
and community experience
- to advise inservice teachers as they plan for their own
professional growth
- to utilize the process of initiating, evaluating, and
documenting changes in specific classrooms and schools
as a major and valid source of professional for teachers
- to encourage teacher educators to have direct and
continuous experience with the professional settings
of inservice teachers
Since the faculty and resource persons were already working
with the teachers who expressed interest in becoming involved
in a degree program, it is not surprising that the personal
goals these teachers shared coincided with the Program goals.
As part of their initial application procedure, the Integrated
Day Program requested that teachers include an essay describing
the priority goals they hoped to have met by participation in
the Inservice Growth Program. Goals expressed by most of these
applicants included the following:
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opportunity for mutual exchanges of ideas, problemsand action alternatives among their teacher colleagues;
understanding and leadership skills helpful in beinean agent for change in their own school systems;
f
?
r
];
hei r efforts to change their own classroomsand schools toward openness through contacts withUniversity faculty and other Inservice Growth teachers;
opportunity to capitalize on their dual roles as
students and teachers by testing and refining new ideasin their own classrooms;
s^iii i n helping parents, other teachers and adminis-
trators, and interns to better understand and value
open education.
Students
During the first year of the Inservice Growth Program,
1974-1975, fifteen inservice teachers were accepted, thirteen
pursing a master's degree and two pursuing a Certificate of
Advanced Graduate Study (thirty credits beyond a master's
degree)
. All of the teachers had elementary teaching posi-
tions ranging from kindergarten to fifth grade, and three taught
in multi-aged classrooms. The length of their teaching ex-
perience varied from one to thirteen years. All of the teachers
had had previous involvement with the Integrated Day Program
faculty, and all but one had either served as cooperating
teachers for the preservice component or were accepting an
intern in their classroom in Fall, 1974. Only two of the
teachers had not participated in one of the intensive summer
workshops offered by the faculty in previous summers. Three
teachers chose to begin their program in Summer 1974 and
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attended a two-week workshop led by Program faculty and doctoral
students. Other teachers participated for a day or two of the
workshop, leading sessions and sharing some of the processes
and products that had emerged during their opening efforts of
the previous school year.
The fifteen teachers were employed in five school districts
three of which had been participants in the Staff Development
Cooperative and had continued to be involved with the Inte-
grated Day Program after the NEPTE funding was discontinued.
The distribution of teachers among the five districts was as
follows
:
School System
Wellesley, Massachusetts
Gateway Regional School District
Kennebunkport
,
Maine
Springfield, Massachusetts
Amherst, Massachusetts
Number of Teachers
6
4
o0
1
1
15 Total
The Integrated Day Program had begun to work informally
in the Springfield, Massachusetts School System in 1972 after
a few teachers from that system had participated in the 1972
Summer Workshop. One principal had indicated support for the
efforts of one of these teachers to open her classroom; and
the Program, interested in becoming involved with an urban site
provided interns and part-time Resource Persons to assist her.
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This teacher initiated staff development activities with
teachers from her own school and from other elementary schools
throughout the city with the help of faculty and Resource
Persons from Integrated Day through the formation of a teacher
support group. Upon acceptance to the degree program, she
undertook as part of her graduate program the formation of
a teacher center in Springfield (See the section on Activities
below)
.
Acceptance of the Amherst teacher, also a participant in
a Summer Workshop, represented one step toward promoting a
closer relationship with the local schools. Two additional
Amherst teachers were accepted for Fall 1975. Amherst was
also becoming an important site for the placement of pre-interns
for a one-day-a-week field experience concurrent with their
curriculum and methods semester. Amherst will participate
fully in the preservice/ inservice continuum beginning in Fall
1975.
Another Wellesley teacher took a sabbatical year to become
a full time doctoral student and Resource Person in the Inte-
grated Day Program during the first year of the Inservice
Growth Program. Her involvement furthered efforts to solicit
and understand the needs of that particular school district
as well as to plan more effectively for future directions the
collaborative relationship between the Univeristy and Wellesley
might take.
Services Provided for Teachers
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The discussion of services will be organized around the
specific contributions made by persons assuming the roles of
Inservice Coordinator, Resource Persons, University faculty,
and interns. While some functions were limited to one role
or another, many of the services, advising in particular, were
provided by many different individuals in a variety of situ-
ations. Both the Coordinator and the Resource Person roles
were assumed by doctoral students holding assistantship posi-
tions
.
Inservice Coordinator
. The Inservice Coordinator had
major responsibility for assisting the teachers in negotiating
the bureaucratic processes of a large university. The usual
confusion which accompanies graduate students' orientation to
the institution was aggravated by the fact that the teachers
were not on campus full-time, nor were most of them living
near the campus. Registration procedures were explained and
partially handled by the Coordinator through correspondence,
telephone calls, and conferences when teachers came to the
University. The University provides a waiver of fees and
tuition for a three-credit course each semester a teacher
supervises a preservice intern. The Coordinator managed the
distribution and processing of those waivers as well. Communi-
cation of course offerings, assistance with credit transfers
and billing, and maintaining student records are additional
tasks that were intended to facilitate the teachers' interaction
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with the University. From the provision of these services
emerged a clearly articulated feeling in the part of teachers
that their unique status as full-time teachers engaged in
graduate work was considered and valued. The personal atten-
tion they received reinforced their sense of relationship to
the Program and its staff.
In the Spring Semester, 1975, the Coordinator disseminated
information about new admissions to the Program to teachers
and administrators (Appendix C). She participated as well in
establishing the admissions criteria, in interviewing candi-
dates, and in responding to requests for information about the
Inservice Growth Program.
Another facet of the Coordinator role included maintaining
open lines of communication among the various individuals and
groups involved in the Program. For example, the Coordinator
made regular reports to the Steering Committee of the Integrated
Day Program. This policy making body was composed of the Co-
directors of the Integrated Day Program, the Director of the
Integrated Day Teacher Education Program, and two graduate
student representatives. The Coordinator also participated in
a weekly seminar, referred to as the Resource Person Seminar,
attended by the Resource Persons, the Program Co-directors,
and the Field Coordinator (a doctoral student who supervised
field placement and internship procedures). The functions of
this group will be discussed in the section on Planning.
During the Fall Semester, 1974, the Coordinator managed
the planning and implementation of an on-campus Inservice Day
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for teachers. Invitations were sent to teachers and to the
school administrators as well and arrangements made for teachers
to be released for the day (Appendices D and E). Evaluation
forms were developed and sent out following the Inservice
Day (Appendix F). The Coordinator's responsibilities also
included communicating to faculty members and doctoral students,
who would also participate, the concerns teachers expected
to deal with on that day.
The Coordinator brought to the attention of the various
persons and groups connected with the Inservice Growth Program
issues and tasks relevant to its maintenance and further devel-
opment. For example, she recommended guidelines to be followed
in helping teachers plan their programs. Since these guide-
lines represented specific values and goals for inservice
teacher education, they were presented to the Steering Commit-
tee for approval and then to the faculty and resource persons
who would advise teachers (Appendix G) . Likewise, the Coor-
dinator presented to the Resource Person Seminar for discussion
suggestions for how the Program might best meet specific
inservice needs through staff organization and role definitions.
The Coordinator's direct interaction with the teachers
involved personal conferences on-campus and in the field as
well as meeting with small groups of teachers from particular
sites. Helping teachers determine priority goals to enable
them to focus more productively on specific inservice activities
was a major aspect of those advising sessions. Communicating
information about guidelines and expectations, procedures for
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conducting individualized study projects, and important dates
and deadlines was another important advising function
(Appendices H and I). Reviewing inservice literature and
sharing the results of that review with faculty and graduate
students were other means through which the Inservice Coordin-
ator encouraged the development of the Program.
Faculty
. All of the five Integrated Day Program faculty
participated in the inservice activities of the Program in
varying degrees and in varying roles. (During Fall Semester,
1974, one faculty member was on sabbatical leave.) Inservice
Growth teachers were assigned official faculty advisors
according to their school site to facilitate the planning and
implementation of collaborative projects. Since the teachers
had already worked with all faculty members in a variety of
settings, however, they frequently sought assistance from
faculty other than their official advisors as well.
Faculty members participated in inservice teaching in
several ways. The Co-Directors of the Integrated Day Program
were workshop leaders in the Summer 1974 Open Education Work-
shop. Four faculty members led small group sessions during
the Inservice Day held in the Fall. Three on-campus courses
were offered by faculty that were specifically designed in
response to requests of the inservice teachers. Two inservice
courses were offered in the field. Some informal workshops
were offered in the field, and classroom visits were also made
by faculty. Plans for Summer 1975 include five intensive
workshops offered by each of the faculty. Faculty also super-
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vised several independent study projects. Courses, workshops,
and projects are discussed below under the heading Activities.
In addition to their teaching and advising roles, the
faculty contributed to the Inservice Growth Program through
participating in on-campus and on-site meetings with school
administrators. The communication between the Program Co-
Directors and the public school administrators is particularly
important in maintaining good relationships with the schools.
The Co-Directors of the Integrated Day Program, as participants
in the Resource Person Seminar, were also involved in planning
and evaluating field-based inservice activities. Through his
participation in the Teacher Education Council referred to
earlier one of the Co-Directors worked toward gaining support
for the Inservice Growth Program from the School of Education
and the University. The faculty had an important role in
the conceptual development of the Program at both the Program
and the school levels.
Resource Persons . The role of the Resource Persons is
critical to the Inservice Growth Program. The doctoral stu-
dents who held these assistantship positions provide services
to teachers, interns, and administrators. Their interaction
with the Inservice Growth Program teachers comprised one part
of their role. The four Resource Persons served Wellesley,
Massachusetts, Kennebunkport
,
Maine, Springfield, Massachusetts,
and the Gateway Regional School District, each visiting one
district. The following are some of the functions character-
izing the on-going relationship between the Resource Person and
the school
:
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1* SuPPort for teachers and administrators who are
making changes which involve risk in the areas
of curriculum, instruction, and school organization.
2. Assisting with goal-setting.
3. Assisting with curriculum development.
4. Disseminating information about community resources
material resources, new curriculum materials.
5. Working with staff in establishing new modes of
classroom management, provisioning, record keeping
and evaluation, reporting to parents as well as
extending community involvement.
6. Working with administrators in giving support to
teachers maintaining communications, sharing ideas
and practices being tried in other districts, and
contributing to staff development.
7. Fostering communication among teachers, interns and
administrators
.
8. Helping teachers in their roles as supervisors of
interns
.
9. Encouraging teachers to make exchange classroom
visits within their own districts and in other
districts
.
10. Encouraging and helping coordinate teacher-led
workshops. A major focus is local staff development
— using local resources, helping teachers use each
others' strengths, exchange materials and ideas,
share their experiences in making changes in their
own classrooms with other teachers who have not had
direct involvement with the Integrated Day Program.
11. Working with interns
a. as part of the classroom team
b. through support groups and substantive workshops
and conferences
c. planning for exchange visits and peer supervision
among interns
d. guidance in planning their own university pro-
grams, job placement, certification, etc .
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11
. Liaison - coordination responsibilities
a. prospective intern visits and final placement
of interns
b. coordinating faculty visits and workshops andprocessing requets from the district
c. coordinate graduate credit from the University
for workshops and independent study
d. participating in planning and leading workshops
for teachers at the University
e. maintaining communication between on-site visits
through written correspondence, phone calls, and
other means.
The Resource Persons were particularly helpful during the
first year of the Inservice Growth Program in communicating
to the Program staff the concerns of teachers in the field.
Because of their regular visits to the field, informal needs
assessment was on-going throughout the year. These visits
ranged from one or two days each week to two or three days
each month, depending upon the particular district and the
number of teachers and interns at that site participating in
the Integrated Day Program as a whole. Although the resource
role was originally conceived as involving two full days in
the field each week, some adjustments had to be made due to
reduced funds and increased travel expenses.
Resource Persons took an active role in the planning and
management of the Inservice Day during the Fall 1974 semester.
They also led small groups sessions during that day. Two of
the Resource Persons had been workshop leaders the previous
summer, and two of them assisted in teaching the "Helping
(\
Relationship Course" of fered for inservice teachers in Spring
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semester 1975. The resource persons also assisted the Inser-
vice Growth teachers in taking leadership roles among their
colleagues and advised them on field-based projects.
I nterns
. The Integrated Day preservice interns play an
important role in the Inservice Growth Program, also. These
undergraduate and graduate students spend sixteen weeks in
one classroom assuming a full range of teaching responsibil-
ities. Ten of the Inservice Growth teachers worked with Inte-
grated Day interns in Fall, 1974, and fourteen in Spring,
1975. Placement of the interns was determined by a mutual
selection process so that cooperating teachers and interns
already had positive feelings about working with each other
before the semester began. Communication between teachers
and interns was further facilitated by the involvement of the
Resource Person as an objective third person. In addition,
both intern and teacher had, in each case, participated in
similar experiences with the Integrated Day faculty during
preservice courses and workshops in open education. Sharing
a background of common experience, similar assumptions about
learning and interest in working toward similar goals, these
teams were primed for productive relationships as colleagues
in teaching and partners in growth.
The presence of interns in the classroom of Program
teachers facilitated their leaving the classroom to attend
on-campus workshops or course meetings. The interns enjoyed
the opportunity to manage the classroom by themselves and
frequently reported gains in confidence after these experiences.
100
A study undertaken by the School of Education on all
the graduates of all its teacher education programs revealed
that the Integrated Day Program "is rated very highly by gradu-
ates.
. . Specifically valued were the focus on: personal
knowledge, interpersonal knowledge, dealing with student con-
cerns, opportunity for self-evaluation, integration of theory
and practice, and support from the staff of the program"
(Schniedewind and Reed, 1974).
In Touch
. In addition to the services provided by the
Inservice Coordinator, faculty, Resource Persons, and interns,
the Integrated Day Program also offers Inservice Growth teachers
the opportunity to share their concerns, ideas, and practices
through a program publication called In Touch
. Initially
serving as a means of increasing communication among the
participants of the SDC/ Integrated Day Project, the newsletter
is now available on a subscription basis and has a circulation
of over two hundred educators in the United States and Canada.
Articles are contributed primarily by Integrated Day doctoral
students and faculty, pre and inservice teachers, and princi-
pals. Inservice Growth teachers are encouraged to publish
in In Touch as part of their documentation of field-based
•
projects
.
Program Planning
Planning for the Inservice Growth Program is a complex
process involving several different individuals and groups who
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have a vested interest in the Program. These include, of
course, the teachers themselves, the school administrators
who work with these teachers, the Integrated Day Program
faculty, the Resource Persons, and the Inservice Coordinator.
This section will first address planning processes designed
specifically to provision for self-direction on the part of
inservice teachers.
During the summer preceding the official start of the
Program, the Inservice Growth teachers met with the University
staff to begin identifying the direction the Program should
take (Appendix J)
. Some of the teachers were already on
campus as participants in the Open Education Summer Workshop.
The purposes of the meeting were: 1) to enable teachers to
share with the staff and with each other their hopes and plans
for their graduate program, 2) to identify for Fall Semester,
1974, specific learning experiences, areas of investigation,
and procedures conducive to meeting the needs expressed by
teachers, 3) to communicate to the teachers the advising pro-
cess used by the Program, 4) to respond to questions regarding
registration and billing, 5) to provide opportunity for teacher
to plan collaborat ively for professional growth activities.
Part of that meeting was devoted to brainstorming possible
areas of exploration teachers wished to pursue and formats
of organizational arrangements useful for inservice activities
(Appendix K) . Progress toward addressing several of the in-
service methods suggested by the teachers was made during the
first year of the Program. After the whole group meeting,
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teachers met that day both individually and in site groups
with their faculty advisors. Planning began for two inservice
courses and several independent projects (See Activities
section below). Follow-up meetings of advisors and teachers
occurred between three to eight times during both semesters.
In October, 1974, the Program staff began to plan for
an Inservice Day. Resource People met with the teachers in
the field to discuss how they would like to use the workshop
time. Many teachers expressed the need to focus upon identify-
ing their next steps for opening their classrooms. Consequently,
the day was planned around that theme with opportunities to
reflect in small groups upon the purposes and the processes
through which they had become involved with opening their
classrooms originally. Further opportunity was provided for
choosing among several possible directions suggested by
teachers for focusing their next efforts (Appendix L)
.
Teachers were involved at the end of the first semester
of the Program in evaluating informally, through discussions
with the Coordinator, faculty and Resource Persons the experi-
ence they had had thus far. Recommendations included, for
example, provisioning for more structure and clearer expecta-
tions on the part of the Program staff. Teachers also deter-
mined to limit their semester's work to fewer credit hours and
attempt to concentrate more fully in one or two areas of
interest. As teachers began to plan with their advisors and
others for the Spring semester, a common concern emerged. The
teachers wished to explore issues relevant to their roles as
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helpers in working with interns, with team members in collabor-
ative teaching sitatiors, and with other colleagues, parents
and children. One faculty member, who had taught a course in
the helping relationship for graduate students in previous
semesters, agreed to restructure the course to address more
specifically the needs of inservice teachers. Both content
and format changes were made to accomodate this particular
group
.
As the year progressed, several teachers expressed the
need to acquire specific leadership skills that would enable
them to design and implement effective workshops for other
teachers, to develop more effective teacher-initiated communi-
cation channels, and to work more productively with their
school administrators. A few had begun to plan a summer work-
shop for their district and found the task more complex and
demanding than they had anticipated. Having a workshop for
themselves to focus on the needs they had uncovered appeared
to be a better plan. The Inservice Coordinator helped them
prepare a proposal to obtain funds for such a project from
their school district. At the same time, she explored the
possibility of creating a summer-school course to help the
teachers plan for inservice strategies for their school dis-
tricts. (The School of Education agreed to sponsor it.) An
Integrated Day faculty member was interested in teaching such
a course; and "Workshop for Inservice Growth Teams" was
scheduled for Summer 1975. Although the group of teachers who
wrote the proposal was unable to obtain funds for working
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during the summer on plans for inservice activities to take
place the following year, the assistant superintendent was
enthusiastic about the concept and offered to participate in
the "Workshop for Inservice Growth Teams" by leading one part
of the course. The Workshop offers an excellent opportunity
for collaboration among School of Education faculty and public
school administration, as well as teachers.
The involvement of the administrator mentioned above was
the outgrowth of a meeting among the assistant superintendent,
the school system's staff development coordinator, the Inte-
grated Day Program Resource Person to that site, the Inservice
Coordinator for the Inservice Growth Program and a teacher
from that system who was on sabbatical leave as a doctoral
student in the Integrated Day Program. The meeting was arranged
to begin planning for future collaborative efforts between
the University and the school system. Meetings of this kind
were held in other districts as well during Spring, 1975, in-
cluding teachers, administrators, and University staff.
Similarly, the Program Co-directors and school administrators
met periodically throughout the school year to discuss various
aspects of the relationship between the schools and the Inte-
grated Day Program.
The University-based group having major responsibility
for developing and carrying out plans for the Inservice Growth
Program is the Resource Person Seminar. The Resource Person
Seminar is concerned with the operation of both preservice and
inservice activities in the field. At weekly meetings, this
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groups shares information about the activities of interns and
teachers in the field, receives information from various
sources to be communicated to the field, develops procedures
for intern placement, articulates priority Program goals for
field activities, and identifies appropriate tasks for meet-
ing those goals. For example, in Spring, 1975, this group
determined that there was need to rethink the role of the
Resource Person in response to: 1) a decrease in the number
of preservice interns being placed in the field, 2) the chang-
ing needs of teachers who had been working with the Integrated
Day Program for several years, 3) the additional responsibil-
ities assumed by the Resource Persons with the initiation of
the part-time graduate degree program for inservice teachers,
and 4) the Program's interest in spending more of its energy
on inservice rather than preservice teacher education. The
group determined that an informal meeting of teachers should
be held in each district to assess what kind of interaction
the teachers thought would most support their growth. These
meetings were held and, while time did not permit extensive
discussions, some data was obtained to begin planning for the
following year. The teachers in one district expect to con-
tinue these discussions as a part of their inservice planning
in the summer.
In summary, the Inservice Growth Program, while orig-
inating from the University, has built into its on-going
operation several habits and strategies for planning that in-
clude teachers and administrators as well as University per-
sonnel in shaping the Program.
Activities
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Each Inservice Growth teacher is asked to design an
individual program with a faculty advisor's assistance. The
Program has developed guidelines to assist in that planning
with the expectation that each teacher build a balanced pro-
gram suited to personal and professional need. The current
guidelines recommend that teachers include the following kinds
of activities in their programs:
1) on-campus coursework
2) courses which are specially designed to incorporate
elements of on-campus work with work at their
school sites
3) school-related independent work (classroom projects,
work with parents, et
c
.
)
-- planning, implementing,
and evaluating strategies for change in their own
classrooms, schools, communities
,
etc
.
,
becoming
familiar with literature relevant to their project
4) exploring the psychological and philosophical
foundations of open education through independent
readings, regular courses, or modular course
experiences
5) participating in a process of mutual inquiry with
other teachers
,
administrators, University faculty,
or other graduate students, focusing on the
collaborative solving of a problem of mutual concern
6) attendance at the Integrated Day Program's on-
campus graduate inservice workshops.
Within that framework a variety of activities were
designed by teachers and University staff. During Fall sem-
ester, 1974, three courses were arranged in response to the
planning meet ing held during the previous summer. "Seminar in
Inservice Integrated Day: Inservice Level" was offered by
several faculty as a structure for enabling individual teachers
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and groups of teachers to work toward competencies in such
areas as curriculum development, team teaching, and intern
supervision at their school sites. Faculty advisors worked
with the teachers through conferences on-campus and on-site
and through providing feedback on the documentation of these
efforts. Some of the projects were shared or will be shared
through the publication, In Touch
. Examples of projects
undertaken by teachers included the development of mini-courses
for the middle grades in one school, implementation of a
filming project in a third grade classroom, team teaching with
multi-aged children, the use of a contracting system through
which interns working with Inservice Growth teachers can make
progress toward teaching competencies.
’’Piaget for Elementary Teachers" was offered in two
different formats: one an on-campus course with weekly meet-
ings, attended by four teachers who were able to commute to
campus each week; and a second which included three on-campus
meetings, several small groups meetings at local school sites,
and independent study, attended by eight teachers. In addi-
tion to reading and discussing, many of the teachers replicated
some of Piaget's experiments with their students and reflected
on implications of their observations for their teaching.
"Teacher Centers" was a course which emerged from inter-
est in several districts to plan and begin to implement local
centers where teachers could use, make, or borrow curriculum
materials, interact socially, exchange ideas, and find support
for their efforts to make changes in their classrooms and
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schools. One teacher who had begun a support group among
teachers in her urban school system the previous year, began
a teacher center called the Learning Exchange as an extension
of a recycle center. This teacher assessed local needs
through a questionnaire and informal meetings, organized mem-
bers of the support group to paint and provision their meeting
room, began accumulating materials for a professional library
for use at the Learning Exchange. She also initiated a news-
letter to inform teachers about workshops held both at the
Learning Exchange and in various teachers' classrooms and to
announce materials and learning centers currently available
at the Learning Exchange. For example, a learning center on
book binding was set up so that teachers who "dropped in"
could teach themselves this craft and be ready to introduce it
to their students. She shared her research on communication
systems and the actions she took as a consequence with other
teachers through In Touch .
Another group of teachers in the Teacher Centers Course"
focused on developing a Teacher Resource Bus. They hoped
to use the bus as a focal point for teacher centering in
their rural district. Their work uncovered complex issues
related to promoting professionalism among teachers in their
district and led to more teacher initiated staff development
activities
.
A full day's activities involving all the Inservice
Growth teachers was held on campus in November, 1874 (Appen-
dix L) . The teachers, who had shared in planning the day,
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chose among several small group sessions including: Nuffield
Approaches to Math; The Great Center Nobody Uses!; Refining
and Extending the Writing Approach to Teaching Reading
;
Community Building; A Planning Strategy for Integrating Basic
Skills; and Classroom Routines and Organization. Slides on
multi-aged classrooms were presented by one of the teachers.
Several of the teachers participated in a meeting of the
Teachers Centers course at the end of the day. One activity
that had particular significance for several of the teachers
was responding to a quest ionanire on decision-making in their
classroom (Appendix M)
. Opportunity for informal exchange
among teachers and University faculty and doctoral students
at lunch and during a social hour after the workshop was also
an important aspect of the day.
During Spring semester, 1975, the Teacher Center course
continued. Through another course, "Teacher Strategies for
the Integrated Day," teachers pursued independent work with
the guidance of faculty advisors. For example, two teachers
worked together to develop an integrated curriculum and
teachers' guide around the theme "The City." Another teacher
worked on designing math activities, particularly non-verbal
activity cards for her kindergarten class. The team teaching
project continued with further reflection and refinement.
The third course offered in the Spring as part of the Inservice
Growth Program was "The Helping Relationship," which all
the Inservice Growth teachers chose to take, as well as
several full-time doctoral students. This course was struc-
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tured to enable. various aspects of the Program to interact
in its implementation. It combined on-campus sessions with
sessions in the field, the latter led by Resource Persons
working closely with the faculty member teaching the course.
Since many of the teachers took as their focus the helping
relationship they had with their interns, the course fruitfully
combined preservice and inservice goals. Outreach activities
in the Spring included two on-site courses, one in Springfield,
Massachusetts, and the other in Rowe, Massachusetts, in which
potential future candidates for the Inservice Growth Program
participated. Both of these districts were also sites for
preintern field experiences.
Summary
This chapter focused on the goals and activities of
the Integrated Day Inservice Growth Program at the School
of Education, the University of Massachusetts. In addition
to relating the Program to other aspects of the Integrated
Day Program, the description of the Inservice Growth Program
has included:
- the historical context of the Program and its role
within the School of Education;
- the goals of the Program and the teacher-participants;
- demographic information about the teacher-participants
- the services provided teachers through the roles of
the Inservice Coordinator, faculty advisor, Resource
Person, and intern;
-the planning processes utilized by the Program; and
the activities through which theparticipants were addressed; e.gdesigned courses, individualized
and workshops.
goals of teacher
, especially
study projects,
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CHAPTER IV
ANALYSIS OF THE APPROACH
Introduction
If inservice programs are to be responsive to the chang-
ing needs of individual teachers and groups of teachers
,
on-
going processes of systematic evaluation should be provided
within the structure of these programs (Asher, 1967; Coffey
and Golden, 1957; Devore, 1971; Sobol, 1971). The concept
of evaluation which would appear to have the most utility for
inservice educators is defined by Guba and Stuff lebeam (1970)
as "the process of delineating, obtaining and providing
useful information for judging decision alternatives" (cited
by Lange, 1974, p. 27). Before questions of evaluation can
be addressed, however, the philosophy and assumptions under-
lying inservice programs as well as their directions and
purposes must be clarified to provide evaluation guidelines
(Devore, 1971; Edelfelt, 1975; Lange, 1974; Sobosl
,
1971).
Chpater II of this, dissertation has begun to make such a state-
ment applicable to the Integrated Day Inservice Growth Program.
Asher (1967) claims that evaluation is one of the most
important unsolved problems which inservice educators face.
His concern is buttressed by more recent discussion of
inservice programs which also name evaluation as an essential
but complex process demanding new methodology (Bush, 1971;
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Bussis, Chittenden and Araarel, 1974; Devore, 1971; Kleinman
,
1974; Lange, 1974).
Evaluation is a &ood concept based on solidtheoretical thinking. But its practice is not
well developed. Few techniques have been developedto help evaluators meet the expectations projectedby advance publications.
(Lange, 1974, p. 23)
Considerable energy has gone into the debate about the
appropriateness of traditional research methodology to the
purposes of evalutation. Lange (1974) in his review of the
literature on evaluation states that many of the arguments
focus upon the political nature of evaluation, particularly
the constraint upon the use of experimental design in school
settings. Flanders (1963) states that, in addition to the
costs and technical problems inherent in evaluation, "thorough
evaluation requires professional relationships between teachers,
administrators, researchers and consultants that are free of
suspicion, that are open and cooperative to a degree that is
not easily achieved" (p. 25).
The adequacy of traditional research paradigms for
evaluation purposes can further be questioned by examining
the respective goals of researchers and evaluators. While
conclusion-oriented research "strives to advance and extend
knowledge" (Benedict), evaluation is decision-oriented. The
evaluator is concerned with building and testing a solution
to an actual problem (Guba, 1969) and with refining solutions
continuously. This process, which Scriven (1973) calls
"formative evaluation" is described by Lange (1974) as an
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"attempt(s) to provide feedback to program or project personnel
and (to) help(s) upgrade or Improve the program while it is in
fluid or developmental state. It provides specific sugges-
tions for changing a program and makes the assumption that
development will continue" (p. 24). The treatment outcomes
design uses data obtained after the program is terminated
(Guba, 1969).
Related to the above distinctions in purposes is the
issue of generalization. Stake (1969) argues that the purpose
of inquiry in evaluation is "specification," while in research
it is generalization." He states that evaluators are con-
cerned with a specified problem in a specific context and are
less concerned with generalizability
. The assumption made
by traditional research that "educational programs or treatment
can be fully prescribed and defined apart from the context in
which they are to be introduced" (Bussis, Chittenden, and
Amarel, 1974, p. 2) represents a unilateral view of educa-
tion. This dissertation has presented, however, an interac-
tive notion of education having its roots in the neophenomeno-
logical tradition in philosophy and psychology and represented
by the work of Snygg and Combs (1949) and Maslow (1962),
among others, as well as Dewey (1916).
Another important limitation in traditional research
methodology is the expectation that all variables except
treatment variables be controlled during the experiment and
that the treatment itself remain unaltered during the course
of the experiment. Evaluators, however, are seldom able to
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manage that kind of control, nor is it within the purpose of
program evaluation to do so. Considerable experimental control
removes the possibility of examining a program in real world
condtions where complex variables freely interact (Stake,
1969). Guba (1969) strongly states the problem when he says,
an evaluation paradigm that emphasizes control
when invited interference is needed; that prevents
attention to more than one problem at a time;
. . .
that provides only terminal data; and that renders
impossible the crucial requirement for continuous
adjustment and refinement, simply cannot be judged
very useful by the practitioner. Indeed, he must
find such a paradigm not only useless but in fact
crippling for his purposes.
(P. 4)
Using the above discussion as a general framework, four
different approaches to inservice evaluation will be discussed.
Although all four approaches have inherent problems as well
as assets, each can make an important contribution to our
understanding of effective inservice teacher education.
Four Approaches to Inservice Evaluation
Student Growth . Although no inservice educator would
deny that the ultimate purpose of inservice teacher education
is to improve the learning and experience of the children
whose lives teachers affect, the evaluation of student growth
as a major indicator of the success or failure of an inservice
program can obscure important goals. In focusing upon the
performance of children, "the teacher is concerned about
someone else's performance, not his or her own (Edelfelt, 1975
p. 2). Aldrich (1974) believes that such an emphasis relieves
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both teachers and teacher educators of "the burden for which
they should be responsible" (p. 2). Evaluation implies
accountability; and accountability is only meaningful when
a person, school, or program is "held responsible for something
over which one has control" (Aldrich, 1974, p. 1). Teachers
cannot control many of the variables which affect children's
performance.* They can, however, control the environments
they create to achieve goals which they can specify, and they
can control their own behaviors which contribute in a major
way to those environments. Bush (1971) suggests the "altera-
tion of teacher behavior can be considered as a legitimate
objective in and of itself. It is essential, in the final
analysis, to link teacher behavior to student behavior, but
there are intermediate stages in which it is not necessary
to apply this full link" (p. 65).
Another problem inherent in using evalution of student
growth in assessing inservice strategies or the particular
curriculum, methodology or theory underlying the inservice
activities stems from the difficulty of determining to what
such growth can be attributed. This problem is further
complicated by methodology which omits the important step of
first ascertaining whether a change in school environment or
teacher behavior has indeed occurred. Although the need to
*"By the end of the sixth grade, children have spent only
approximately 7 percent of their lives in school. During that
time families, peer groups, and other societal agents have had
a large influence upon a child's motivation of and ability to
learn. Ultimately, only the children themselves can be respon-
sible for what they learn" (Aldrich, 1975, p. 50).
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consider the problems of initial stages of implementing change
is presented in evaluation literature, many evaluations ignore
this basic tenent of evaluation. For example, in their work
on identifying and describing levels of implementation of
change, Hall, Loucks
,
Rutherford and Newlove (1975) found:
In most evaluation studies, the summative
(outcome) data are collected during the first cycle
of use of the innovation when most of the users are
probably. . . not yet using the innovation effec-
tively. Then, it is unreasonable to anticipate
significant achievement gains.
(P. 56)
Information collected about student growth, then, although
useful for other decisions in schooling, should be combined
with other kinds of information, must be handled with care,
and may be of limited use for evaluating the design and progress
of inservice programs.
Teacher Growth . Some of the problems inherent in eval-
uating student growth operate as well in the evaluation of
teacher growth. For example, is it appropriate to hold in-
service programs, in which a relatively small amount of a
teacher's time and energy is spent, solely accountable for
that teacher's growth? Even if change in teacher behavior
were observed, one variable or set of experiences would be
insufficient to explain that change. As noted earlier, such
direct treatment-outcomes relationships ignore the interactive
process through which an individual strives to make experience
meaningful
.
Combs (1971) identifies a different kind of problem
relevant to evaluating teacher growth when he discusses
the
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threat component of externally applied evaluation. He warns
that frequently the issue of success or failure becomes more
important than the information gathered in the process,
stating,
Evaluations resulting in lowered self-esteem
are seldom worth the effort; what derogates the
self interferes with the process of learning, and
so has little place in effective helping relation-
ships
.
(p. 116)
Combs urges the use of self-evaluations in which the knowledge
about "how things are and where he is with respect to whatever
goal he is moving toward.
. . can provide guidelines for ac-
tion and information for further acting" (p. 117). The need for
a variety of self-assessment techniques is frequently mentioned
in the inservice literature (Fischler, 1971; Lawrence, 1974;
Sobol, 1971). Fischler, in particular, stresses the impor-
tance of teachers having an opportunity to analyze and evaluate
the results of their own actions. Such direct confrontation
with the outcomes of their own behavior enables teachers to
compare their goals with acutal events. He compares this
process with Piaget's notion of observing the discrepant
event as a prerequisite to learning.
»
Other important considerations in evaluating teacher
growth include the necessity for time in which change can
take place. Weber (1972) reminds us that growth of under-
standing is a slow process, and Cass (1974) concurs, saying,
Neither individuals nor institutions alter
their behavior or their traditional perspectives
overnight. It is a long-term process.
(p. 51)
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Plans for evaluation of teachers need to take into account
this important dimension. Likewise, "the individual, actively
selective, uneven, continuous and socially interactive pat-
terns" which Weber (1972, p. 61) attributes to children's
learning must be considered in teachers' learning as well.
Timing becomes a problem, not only as regards the length
of association between a teacher and an inservice program which
could potentially affect his/her growth, but also in terms of
the amount of lead time a program may have in designing appro-
priate evaluation strategies. If an inservice program operates
from the assumptions that teachers must determine their own
goals and activities and that teachers' needs will change
within a maximally flexible structure, then evaluation must
also involve those teachers and must be flexibly designed as
well
.
Teacher Perceptions . A third approach to evaluating
inservice programs focuses upon the responses of teachers,
elicited through questionnaires, interviews, evaluation essays,
and informal discussion. This form of evaluation has parti-
cular value because it actively involves participants in the
evaluation process (Kleinman, 1974). Bush (1971) supports
9
this approach as one important evaluation strategy: "We
should not underestimate the honest and thoughtfully given
judgments of teachers" (p. 65). The perceptions of teacher
participants in inservice programs, in particular their criti-
cisms, are one major source of data which has created the con-
cern for changing tradit ional inservice education to better
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meet teacher needs (Brimm and Tollett, 1974; Devore, 1971;
Peeler and Shapiro, 1971).
Certainly questions such as: Did teachers enjoy the
inservice experience? Would they choose to attend a parti-
cular event again? Did the experience meet expectations? and
others which concern the feelings and intentions of teacher
participants can best be answered by teachers themselves.
However, another kind of data about inservice effectiveness
that can also be obtained from the perceptions of teachers are
discriminations among various experiences in terms of their
usefulness or applicability to that particular teracher or group
of teachers. If a teacher does not perceive the usefulness
of an experience, it is unlikely that he/she will change
behaviors as a result of that experience. Surveying teacher
perceptions, then, is consistent with the notion that learning
must be personally meaningful if it is to influence behavior
(Combs, 1971; Rogers, 1969). An inservice teacher education
program that seeks to be characterized by collaboration is
dependent upon the effectiveness with which it elicits the
perceptions of the teachers it is designed to serve and upon
the availability of that data to the decision-making processes
of that program.
Teacher perceptions are most useful in informing decisions
when they are elicitied for the purpose of designing or refin-
ing a program for a particular teacher or when homogeneity
of response from a group of teachers suggests that a parti-
cular method, content, or interaction has or has not had value
121
for that group. While that piece of information by itself may
not inspire new activity, it would certainly be useful in
alerting program planners to the teachers' attitudes and dir-
ect further inquiry and planning. Items eliciting a response
which reveals a large discrepancy between the intentions of
the program and the perceptions of participant teachers would
warrant further examination.
Teacher perceptions as a source of evaluative data, how-
ever, have certain limitations. One limitation is the practi-
cal problem of securing a sufficient number of responses
(particularly in the case of a mailed questionnaire) to provide
the program planner with representative data. Another limita-
tion might be imposed by asking teachers to share their
perceptions immediately following an inservice experience,
leaving no opportunity for reflection or actual use of the
experience in their own professional setting. Feeling good
about an experience, while a necessary ingredient for effective
inservice education, is not sufficient to insure teacher growth.
As Dewey (1938) states,
Every experience is a moving force. Its value
can be judged only on the ground of what it moves
toward and into.
(p. 38)
While teacher perceptions are useful indicators of interest
in particular pedagogical practice, self-report is not neces-
sarily a reliable source of data on issues such as actual
behavior change. When information about the perceptions of
others, for example, program staff, local school administrators,
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and students, can also be gathered, a more balanced picture
will emerge. When teacher perceptions are used as an indicator
of how well a program is meeting needs and achieving its
intentions, an evaluator needs to consider his/her own effect
on the responses obtained. This is particularly true in an
informal or interview situation where the interaction between
teacher and interviewer may affect the responses given. Where
anonymity is not protected, responses may be distorted by
the teacher's relationship with program staff.
Despite the problems associated with these kinds of
data, a program which attempts to address the perceived needs
of teachers cannot afford to neglect this approach to evaluation.
Internal Consistency
. Another approach to evaluation
involves the continual examination of a program's operations
to determine their compatibility with the principles which
presumably guide it. Gathering evidence of programmatic
efforts to act on the values to which it subscribes is an
important step in evaluating the strengths and shortcomings of
a particular program.
In the following section of this chapter, a description
of those activities which demonstrate consistency between the
0
Inservice Growth Program as it has operated during its first
year and the guidelines for effective inservice programs
identified in Chapter II of this dissertation will be presented.
Whenever possible anecdotal information will be provided. New
directions and recommendations for program development will be
included in the context of the appropriate guidelines. Ideally,
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this kind of analysis should be done by several different
individuals representing different perspectives, for example,
the faculty, resource persons, teachers, local school dis-
tricts, and program coordinator, to avoid an incomplete or
biased interpretation of the data.
This approach to evaluation has the additional asset of
furthering the process of operationalizing the guidelines
for effective inservice education by providing specific illus-
trations of the kinds of activities and procedures which can
be utilized by inservice programs. If regularly and system-
atically undertaken, this approach can pinpoint those guide-
lines towards which a program has made little substantial
progress and those which are currently being provided for
and thus direct decisions about future expenditures of energy.
The more concrete the indicators that a guideline is indeed
being met, the more accurate will be the inservice educators'
assessment of programs. Collecting such clear, descriptive,
anecdotal indicators may be difficult, but will enhance the
precision with which inservice programs can be designed,
implemented and evaluated.
Summary . The application of improved evaluation methods
to inservice teacher education has been widely advocated.
This chapter has thus far discussed the need for evaluation
to inform decision-making in inservice programs, and has out-
lined some of the major problems inherent in that goal. Four
approaches to inservice evaluation have been presented as
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well as some of the assets and difficulties of each. These
four are: evaluation of student growth, teacher growth,
teacher perceptions, and internal consistency. The following
section will employ the last approach in analyzing the Inte-
grated Day Inservice Growth Program in terms of the guidelines
suggested in Chapter II. New directions or recommendations
will be included in the context of the appropriate guidelines.
Analysis of the Inservice Growth Program
The identification of examples in which the Inservice
Growth Program provisioned for the conditions of growth
described in the seven guidelines for inservice education
is not meant to be exhaustive. Rather, these examples are
meant to illustrate the kind of information that can be use-
ful in analyzing a program in terms of specific guidelines.
They are also presented here to alert the reader to specific
actions which seem to contribute to each of those conditions
identified in the literature as leading to effective inser-
vice teacher education. While it would be advantageous to
have specific data regarding teacher perceptions of each of
the experiences or structures provisioned by the Program,
this is not the purpose of this analysis, nor is each itemized
activity evaluated here in terms of teacher growth or student
growth. This analysis reflects the perceptions of the author
who served as the Inservice Coordinator,
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Inservi ce programs should be responsive to individual
differences
. Provision of choices, acceptance and use of
individual differences in planning for inservice activities,
the involvement of teachers in diagnostic, prescriptive and
evaluative processes, and the recognition of the unique
perceptual reality each teacher experiences have been sug-
gested as important conditions effecting good inservice
education. The Inservice Growth Program has attended to
those necessary conditions in the following ways:
- The Workshop in Open Education offered in Summer
1974 provisioned for considerable choice among
activities, areas of concentration, and faculty
resource persons.
- The Inservice Day held in Fall 1974 was scheduled to
provide three choices during each of the work periods
based on teacher input obtained prior to the Inser-
vice Day. (Appendix L)
- The broad guidelines provided by the Program enabled
each teacher to design a graduate program with an
advisor which would address his/her individual needs.
- Teachers received personal attention from the
Coordinator in negotiating the large University sys-
tem through conferences, telephone calls, and letters.
- Resource Persons worked individually with each
teacher / intern team to assist in goal setting, cur-
riculum planning, interpersonal difficulties, etc .
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The opportunity to pursue individualized study pro-
jects enabled teachers to focus on the needs and
conditions of their own professional settings.
Inservice courses were designed to provide options
for participants in the selection of readings, the
manner in which a particular issue was investigated
and shared, and the specific activities undertaken
by each teacher or group of teachers.
- The "Piaget for Elementary Teachers Course" was
offered under two different structures, one involv-
ing weekly meetings, and another emphasizing more
independent work.
- Participants in the"Teacher Centers Coursed planned
activities for themselves based on the needs of
their particular school sites and their particular
goals and interests.
Teachers were involved in choosing the interns with
whom they would work.
The Summer 1974 Planning Meeting provided an oppor-
tunity for teachers to express and share their goals
and expectations for their graduate program. Courses
were offered in response to their suggestions.
Five individual projets involving seven teachers were
likewise undertaken as an outgrowth of this meeting.
The small size of the Inservice Growth Program (fifteen
teachers) enabled the staff (five faculty and four
doctoral students working part-time) to know each
teacher personally.
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- Personal- conferences (usually as many as 12 per
semester) between teachers and the Inservice Coor-
dinator, or faculty members, or Resource Persons,
contributed to helping each teacher set personal goals
and to plan strategies for meeting those goals.
- Resource Persons made frequent and regular visits to
teachers classrooms, at least eight each semester,
to offer support for their efforts, to listen to
concerns and triumphs, to observe and communi-
cate to the teachers the strengths in evidence in the
classroom and in the interactions outside the class-
room.
Recommendations
. Further attention should be given to
the individual level of independence which each teacher brings
with him/her upon entering the program. More effective ways
to provision more or less structure or direction as needed
must be devised so that all teachers are moving toward inde-
pendence .
More frequent visits to classrooms and school sites
would enable teachers to receive more accurate feedback from
faculty regarding the strengths in evidence in their work and
would communicate to teachers the value placed upon their
professional setting.
More systematic efforts to document each teacher's goals,
activities, and growth should be made. One suggestion for
such documentation, a portfolio system, will be described
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later in this chapter in the section on Proposals for Future
Evaluat ion
.
Teachers shoul d be involved in decision-making at all
£h_ases of the design, implementation, and evaluation of inser -
v i
.
ce programs
. The discussion of teachers being major parti-
cipants in decisions about their own education uncovered
several conditions conducive to growth which are dependent,
in part, upon the active decision making of teachers. Growth
is more likely to occur when teachers are working on problems
of significance to them, where both intellectual and emotional
involvement yield a high level of personal commitment to the
inservice goals, and where they themselves take responsibility
in the learning process. Following are examples of how active
decision-making by teachers has been facilitated by the In-
service Growth Program:
- Inservice Growth teachers designed their own graduate
program with the assistance of a faculty advisor.
- At the Summer 1974 Planning Meeting, teachers set goals
for themselves for the Fall semester, itemizing pos-
sible areas of focus and choosing those which they
would pursue first. In addition to shaping the plans
for two courses to be offered in the Fall, several
decided to pursue projects of particular relevance
to them, for example, curriculum projects to be
carried out in their classrooms.
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Teachers’ needs were addressed in planning for the
Inservice Day held Fall, 1974. Choices were presented
on that day as well.
Teachers participated in making decisions affecting
the times, dates and places of inservice meetings.
Plans for specific sessions of courses, for example
"Teacher Centers” and "Helping Relationships," were
determined jointly by the inservice teachers and
course instructors.
The decision to continue "Teacher Centers" as a
separate course during the Spring semester to accom
modate several teachers from one district was made
by the teachers themselves with the instructor planning
accordingly
.
Teachers, as well as future interns, determined the
placement of interns in specific classrooms.
Teachers determined how they would use the resources
of the Program:
- They requested visits from individual faculty mem-
bers for specific purposes.
- They initiated meetings with Resource Persons in
the field, requested observations, or planned ways
of involving the Resource Person or faculty in
their activities.
The plan to hold the "Workshop for Inservice Growth
Teams" in Summer, 1975 evolved from the efforts of
teachers to articulate their needs and make a plan
to meet them by utilizing their own resources and
those of the faculty.
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Recommendations
. Program staff having advisory respon-
sibilities, including faculty, Resource Persons, and the In-
service Coordinator, should focus on helping teachers develop
better decision-making habits. "The task of those preparing
educational leaders.
. . is to help persons make implicit
values, purposes, goals, or objectives more explicit" (Berman,
1971, p. 7). Advisors, then, would do well to ask questions
that help teachers clarify their priorities and to make con-
nections between their decisions and the effects of those
decisions on their colleagues, school, and personal lives. The
advising procedure should ultimately assist teachers in be-
coming better-informed decision-makers through developing the
habits of asking those questions of themselves. Although
several of the Program staff have engaged in this kind of
behavior, the articulation of this goal and the develop-
ment of strategies to direct both the advising and other
processes of the Program should be a focus of further develop-
ment toward enhancing decision-making competencies.
Valuing and fostering the teacher as experimenter
,
problem-solver, and inquirer can contribute to effective in -
service processes
. This guideline stresses the importance of
centering inservice growth experiences in the rich milieu of
actual practice. Active involvement with new data leading to
the discovery of personal meaning must occur if behavior is to
be influenced. Inservice programs should provide "conditions
which exact, promote, and test thinking" (Dewey, 1916, p. 153)
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so that teachers are engaged in connecting actions and conse-
quences through observation and exchange among teachers and
are then refining their ideas in the light of the new under-
standings gained. Some of the activities undertaken by the
Inservice Growth teachers which placed them in the role of
experimenter follow:
- Several teachers developed and tried out new cur-
riculum:
- Mini-courses were developed for middle-grade
children
.
- Film making was undertaken with third grade
children
- Activities were tried with first graders based
upon transactional analysis.
- A curriculum focused upon the city was designed and
implemented
.
- Teachers working toward the evolution of teacher
centering in their rural district through a teacher
resource bus engaged in problem-solving methods which
yielded a new focus for their staff development
goals and new understandings of their own leadership
roles
.
- One teacher researched the literature on communica-
tions and teacher centers and applied her new insights
to the creation of a teacher center in her community.
She observed the responses of other teachers and
refined her project accordingly.
- Two teachers pursued a better understanding of children
they know and of Piaget's work as well by using
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Piagetian number tasks with children in their school.
Their inclusion of an additional observer made their
work particularly fruitful in promoting their own
thinking about the responses children made.
Two teachers, who initiated a team teaching project
for the school year, engaged in continual problem
solving activity as they worked together and with
interns and their Resource Person to refine their
roles, the roles of the interns in this new kind of
setting, their use of space, staff, and grouping
processes and experimented as well with various
schedules, mixtures of group and individual work, pro-
visioning of choices for children, and an assortment
of record keeping strategies.
Teachers tried out particular helping behaviors in
their work with interns (and others). The field
reports they prepared for the "Helping Relationship
Course" reveal the processes of formulating a plan,
then reviewing and reformulating their plans after
observing the response of the interns, their own com-
fort with the behaviors, and the growth they perceived
in their interns.
All Program courses and learning experiences provide
opportunities for learners to interact with new ideas,
concepts, people and materials.
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Recommendations
. Increased involvement of faculty in
the field-based work of teachers to provide more first-hand
assistance and feedback for teachers would deepen the mutual
relationship between university and public school educators
as they work together toward better theory and practice.
Linking faculty research to classroom research would further
this relationship as well. Teams of faculty, teachers, doctoral
students and administrators in various combinations could
identify a problem for study, each contributing to the research
according to their particular roles, interests and expertise.
Reflection is a crucial process in making rational
-
c
.
hange in attitudes and behavior; inservice programs should
provide conditions conducive to reflection
. Two important
reflective competencies were identified in Chapter II as
important to the inservice growth of teachers: the ability to
generate alternative ideas for testing, and the ability to
assess experience in order to guide further action. These
competencies are central to the process of inquiry referred
to in the last guideline. Many of the examples used to illus-
trate experimentation by teachers likewise demonstrate the
involvement of teachers in reflecting. Conditions which were
discussed as facilitators of reflection include: time,
privacy, a non-threatening environment, the listening and
clarifying and encouraging behavior of a helper, the objective
definition of real situations, the challenge of confronting
new situations, and the utilization of ideas which are the
products of reflection. Providing opportunities to observe the
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consequences of one's actions further enhances one’s capacity
for reflection. The Inservice Growth Program provisioned
for conditions conducive to reflection in the following
ways
:
On-campus sessions enabled teachers to remove them-
selves from the press of classroom responsibilities
and to approach problems from a different perspective.
- Time for reflection was provided through negotiations
between the Inservice Coordinator and a school prin-
cipal to enable four teachers to be released from
their teaching responsibilities in order to partici-
pate in four Friday meetings of the "Helping Relation-
ship Course".
- Released time was also provided by the presence of
interns who were capable of substituting for the
teachers during their absence.
- Program expectations included the documentation of
inservice growth activities. Writing was a reflective
experience which for some teachers remained as pri-
vate thinking to be shared with only one or two others
,
(for example, the field reports prepared as part of
the "Helping Relationship" course), and for others
resulted in an article for publication in In Touch
to stimulate the thinking of numerous colleagues.
- During the Summer, 1974 Workshop in Open Education
teachers were encouraged to choose not to participate
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in planned activities throughout the day but to plan
for their own reflection time as needed. Activities
were frequently offered more than once to facilitate
that kind of decision.
- The Inservice Day in Fall, 1974, provided the oppor-
tunity for small groups of teachers to reflect on
their original reasons for beginning the process of
opening their classrooms and to share their assessments
of which goals they have most successfully progressed
toward, which have caused the most problems, and what
new goals had emerged during the process. Some of the
groups began to generate ways teachers might proceed
to tackle those new goals.
- Another activity which involved teachers in reflection
during the Inservice Day was the administration of a
questionnaire entitled, "Who Decides?" (See Appendix M)
.
This questionnaire provided a structure through which
teachers could focus upon the decision-making pro-
cesses within their own classrooms and make a self-
assessment of the patterns which emerged.*
- The role of the Resource Person facilitated a non-
threatening relationship developing between the Program
*One teacher returned to her classroom the following day
and heard a child say to another child, "Oh look. They ' re
changing the room again!" She was appalled when she realized
that the plans for the many changes she and her interns had
made during the year had not included the children. She
immediately brought the class together on their meeting rug
and said, "We would like to use the small room for a math
center. What ideas do you have for setting it up?"
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and the teachers. These Resource Persons were them-
selves students of the helping relationship becoming
skilled at listening, clarifying, and encouraging.
- A part of the "Helping Relationship Course" involved
videotaping the interaction between teachers and their
interns. This process was particularly useful in
helping them make the connections between their be-
haviors (questions asked, non-verbal communication,
clarifying statements, etc.) and the consequences of
those behaviors (interns making discoveries, more or
less communication, one party talking to the exclusion
of the other, mutual problem-solving, etc.).
- Teachers' opinions were sought in evaluating the
Program and in planning for the future:
- Informal evaluative discussions at the end of
the first semester, Fall 1974.
- Needs assessment meetings. Spring, 1975.
- Helping Relationship Course written evaluations.
- Inservice Day mailed evaluation forms. (Appendix F)
Recommendations . Further Program development toward
provisioning for reflection should build upon the strengths
demonstrated during this first year. The development of self-
assessment instruments such as the "Who Decides? Questionnaire"
appears to be a fruitful direction. Increased opportunities
for teacher interaction, released time for teachers, on-
campus sessions such as the Inservice Day, and sharing among
teachers, administrators, faculty, and doctoral students would
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the same norms. The groups composition facilitated the con-
sideration of alternatives. Examples of ways in which the
Program fostered support for teachers in their professional
settings follow:
The Resource Person, liaison between the university
and the schools, makes regular and frequent visits
to meet with teachers, interns, and administrators,
to organize meetings of support groups of teachers,
and to communicate the Program’s commitment to teachers
and their professional growth.
- The Summer Workshop experience provided for all the
conditions of a temporary system and intensified
the teachers' sense of affiliation with a new
reference group. Support groups which met daily
became the basis for such groups to continue within
the specific school districts.
- The Inservice Day in Fall 1974 reunited teachers ana
staff who had earlier shared more extended group
experiences and thus functioned to reinforce the
attitudes and behaviors initiated during the previous
summer. Several teachers reported feeling regenerated
by the activities and, most important, the inter-
actions of that day.
- Social activities were included as part of the Program
to increase group cohesiveness. For example:
- Lunch and cocktail hour, Inservice Day, Fall 1974.
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Pot luck lunch at the end of Spring Semester, 1975.
'
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suPPers both on or near campusa m e field with Resource Persons and faculty.
Involvement of two or more teachers from the same
community facilitated staff development and what
Thelen (1971) calls "ego support from meaningful
associates" (p. 73).
The Program guidelines included the expectation that
a part of each teacher's graduate work involve colla-
boration with other teachers.
- Limiting the size of the Program has enabled more
energy to be funneled into powerful interactions among
teachers and staff.
- Personal correspondence and frequent telephone conver-
sations between Program staff and teachers (See
Appendices D, H, I for examples) helped to maintain
connections between individual teachers and their new
reference group.
- The publication, In Touch
,
also served as a vehicle
for connecting teachers and reinforcing their affili-
ation with the Program.
- The Summer, 1974 Planning Meeting brought teachers
together to brainstorm goals and activities and to
further a sense of group cohesion (Appendix K)
.
Recommendations . Matthew Miles (1964) identifies several
problems which are frequently encountered by temporary sys-
tems, particularly in the early stages. They are included here
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because the experience of the Inservice Growth Program supports
his findings and must consider these problems in future
planning. The dysfunctional aspects of innovative groups
cited by Miles are: input overload and fatigue, unrealistic
gbal-sett ing or too-high aspirations, lack of process skills,
and alienation from the permanent system or linkage failure
(particularly where the group exists without the sanction of
the permanent system). He also mentions the internal diffi-
culties experienced by members caused by loyalties to other
groups both in and out of their permanent system. He writes,
Generally speaking, the success of action
decisions made in the temporary system will depend
not only on the quality of these decisions as such,
but on the sophistication with which the members have
been able to anticipate (and to plan for coping with)
the strategic problems they will encounter upon their
return
.
(p. 484)
Griffin and Lieberman
' s warnings (1974) that support groups
must be linked to other structures for support within the
school system are relevant here. Increased efforts must be
made to extend the connections between the Inservice Growth
Program and its teachers' school systems. Although the
Program has the sanction of all the districts involved,
active support is not always consistent. More attention
should be paid to the roles of both school principals and
central administrators. Program activities in the field
might be productively linked to the regular released days
or half days provided for inservice by the school districts.
If visits from Resource Persons and faculty were scheduled
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on those days, the school systems could more easily relate to
the Inservice Growth Program as an integral part of their
total inservice program. Inservice Growth teachers have
already assumed leadership in planning for some of these
inservice days and intend to become more involved in staff
development activities in the future. Teachers in one dis-
trict suggested that the curriculum specialists in their
schools be invited to work jointly with Inservice Growth
teachers and staff to develop intensive workshops for other
teachers
.
In several instances, Inservice Growth teachers developed
productive collaborative relationships with each other for
specific purposes such as a curriculum project or organizing
a teacher resource bus. The Program might consider capitaliz-
ing on the impact of such peer teaching/learning by building
the learning partnership concept more firmly into the Program
structure. For example, courses which meet on-campus less
frequently than the typical weekly sessions most usual in
the School of Education could include the expectation that
teachers form such partnerships and contract to work toward
specific goals during the interim periods. A focus on learn-
ing partnerships might be a shared analysis and application
of specific readings, planning a learning center, designing
ways to communicate with parents, visiting another school,
teacher center, or museum, or planning an agenda for staff
meeting.
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In each case teachers would be working toward a growth
goal with the supporting and extending influence of a
colleague or colleagues. Partnership among teachers from one
school or different schools or communities are one way of
providing opportunities for informal peer learning frequently
neglected in the design of courses and programs.
Administrative support from the teachers' school district
is essential to the e f fectiveness of inservice activities
contributin g to the professional growth of those teachers
.
This guideline was included because of the critical role
school administrators play in inhibiting or facilitating
change within a school. They heavily influence the reward
systems operant in the schools. They can also provide such
support services as adjusting schedules, providing necessary
resources and participating in problem-solving with teachers
in order to assist teachers in furthering their goals. The
administrator's impact on the willingness and ability of
teachers to test out new behaviors and ideas in classrooms
or schools must be considered in the design of inservice
programs. Following are some actions taken by the Inservice
Growth Program to secure administrative support and actions
by administrators which demonstrated that support:
- Meetings were held between University faculty and
school district central administrators during the
first year of the Program to reaffirm the relation-
ship begun during the SDC/ Integrat ed Day Project.
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- Resource Persons met regularly with building princi-
pals and central administrators to communicate the
nature of their on-going work with teachers and interns.
Administrators were invited to participate in the
Inservice Day, Fall, 1974, and to attend the Summer
Workshop, 1974. (Appendix E)
- Administrators demonstrated interest in and support
for the Program through:
- attending parts of the Summer 1974 Workshop,
- arranging released time for teachers to enable them
to participate in on-campus coursework and in the
Inservice Day,
- supporting teachers' working with the Resource
Person during school-sponsored inservice days,
- in one district, giving financial support for the
visits of a Resource Person,
- financing the participation of teachers in the
Summer 1974 Workshop,
- financing the travel and lodging expenses of teachers
attending the Inservice Day, 1974,
- the participation of one assistant superintendent
in teaching the "Workshop for Inservice Growth Teams"
in Summer, 1975 and in doing on site follow-up
during the Fall of 1975.
Recommendations . Program staff, teachers, and adminis-
trators agreed at the end of the first year of the Inservice
Growth Program that more energy and commitment to collabora-
tion is essential to continuing fruitful relationships. Much
of the communication in the past has been focused on the
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preservice aspects of the program (placement of interns,
responsibilities of interns and cooperating teachers, etc.).
As the Integrated Day Program develops more fully the in-
service graduate component of its operation, school adminis-
trators must be involved to the extent that they, too, feel
some investment in the inservice goals. Both University staff
and Inservice Growth teachers need to become more active
listeners to the perspectives of these administrators. Atten-
tion must be paid to their perceptual biases, their profes-
sional goals, and their potential for making important
contributions to teacher growth. Increased interaction among
teachers, administrators, and University staff might profit-
ably focus on several issues: 1) realistically confronting
the constraints with which each institution works, 2) increas-
ing communication about the goals, activities, and achieve-
ments of teachers that directly relate to their participation
in the Inservice Growth Program, 3) developing more effective
ways to document those achievements, and 4) planning jointly
for future experiences and structures for inservice growth
leading to self-renewal.
Inservice programs should build upon processes which
facilitate self-renewal . This guideline outlined some
important processes which contribute to the capacity of
teachers to be self-directed, autonomous learners and to
assume leadership in the self-renewal of their schools.
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Eight leadership skills identified by Berman (1971) are pre-
sented as well as the need for competence in collaboration.
Self-renewal was also discussed as a function of teacher
attitudes towards themselves and their own learning. The
role of the helping process, which is a focus of the approach
to inservice education proposed in this dissertation, in
providing conditions which nurture the development of self-
directed learners was also emphasized. Some of those condi-
tions provided by the Inservice Growth Program are listed
below as well as instances of teachers demonstrating their
own capacity for self-renewal:
— The Inservice Growth Program accepted in most cases
more than one teacher from each district and has
accepted additional teachers from these districts for
Fall, 1975.
- Teachers are expected to collaborate with other
teachers on some part of their graduate work.
- Teachers are asked to take the initiative in planning
their own programs and are active decision-makers at
every phase of the Program. (See section on teachers
as decision-makers, above.)
- Several learning partnerships focused on the develop-
ment of leadership skills; for example, the "Helping
Relationship," "Teacher Centers," and "Workshop for
Inservice Growth Teams" courses.
- Local support groups have formed with the assistance
of Resource Persons.
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Opportunities are provided and teachers are encour-
aged to develop communication skills for sharing their
activities and ideas with colleagues.
- Seven teachers shared their products and processesOf opening their classrooms with others throughleading summer workshop sessions during Summer
Six teachers published articles which focused ontheir new activities and understandings in InTouch
,
the Integrated Day Program publication.
The emphasis upon planning, implementing, evaluating
and documenting changes made in the teachers' own
professional settings contributes to their capacity
to focus on self-renewal within that context.
— Teachers have demonstrated their increasing capacity
for managing their own inservice growth through:
- calling their own support group meetings when one
or more of them felt the need,
- organizing support groups, staff meetings, and
workshops for groups of teachers,
- developing a proposal for staff development which
led to the Summer 1975 course "Workshops for In-
service Growth Teams."
Recommendations
. The goal of self-renewal demands a
long-term commitment from teachers school administrators,
and University staff. The degree program, should be monitored
so that teachers spend a minimum of two years with the Program.
The relationship between the Program and the school system,
of course, does and should extend for a longer period of time
to maximize the opportunities for teachers to increase their
involvement in staff development activities.
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The interests of self-renewal would be served, also,
through more extensive use of peer group activities, contract-
ing procedures (described below under "Proposals for Future
Evaluation"), and administrator input. Further efforts to
focus upon community and parent activities would also extend
the basis of support for the change goals of Inservice Growth
Teachers
.
One promising strategy for self-renewal employed by the
Carnegie Professional Growth Program in Portland, Oregon,
involved university faculty in team-teaching courses with
classroom teachers. These teams enabled the university
faculty to gain valuable insights into the needs of teachers
and enabled the classroom teachers to gain skill in teaching
adults. These teachers continued to offer such courses in
the field either alone or with other teachers in subsequent
semesters
.
Proposals for Future Evaluation
As the energies of many teacher educators begin to be
redirected from preservice to inservice teacher education, a
variety of methods of documentation and assessment should be
available to inform the development of effective inservice
programs. Bricknell (1968) writes,
Evaluation during development is intended not to
assess a final outcome but to shape the process being
developed. This includes collecting data through
observation. . . and constantly returning to the
drawing board.
(p. 288)
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This statement draws attention to two important conditions
for program development: 1) the provision of useful data
and methods for collecting data, and, of equal importance,
2) the provision for communication channels within a program
to ensure that data or feedback reach those who make decisions
about the program and shape its development. In a program
such as the Inservice Growth Program, the communications must
involve teachers, school administrators, university faculty,
and doctoral students who interact in a variety of settings
and relationships. The danger of assuming that the infor-
mation to which one group or individual has access is like-
wise accessible to others and perceived in the same manner
is real. More systematic surveying of staff and participant
perceptions and equally systematic methods for channeling
that data throughout the Program are essential.
Each of the four approaches to evaluation discussed
earlier in this chapter should be tapped for assistance in
answering such important questions as: Which activities,
processes, or structures facilitate the inservice growth of
teachers? Are teachers utilizing the inservice program to
meet their inservice goals, and if so, in what ways? What
impact, if any, does the Program have beyond the growth of
the individual teacher participants? For example, how are
children, administrators, or parents affected? Are teachers
able to demonstrate to themselves first, and secondly, to
others that progress has been made toward specific goals?
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Student growth
. Some of the teachers in the Inservice
Growth Program have expressed interest in exploring alterna-
tive forms of evaluating student growth. The need ultimately
to tie the results of inservice teacher education to the
students whose school experience is to be improved may be
best met through the efforts of teachers to undertake the
study and application of evaluation strategies as a component
of their inservice graduate programs. When University faculty,
doctoral students, school administrators, and teachers
collaborate on research projects with this orientation, data
will emerge to indicate the response of students to a variety
of conditions set by inservice teachers.
Teacher growth
. Those evaluation strategies which lead
teachers to discover for themselves their own progress toward
self-selected goals are most consistent with the approach to
inservice teacher education proposed in this dissertation.
One such strategy, the "Who Decides? Questionnaire," has been
mentioned earlier as being perceived as useful by teachers.
Instruments which enable a teacher or peer to collect data
about a focused area of concern to that teacher would clearly
enhance the capacity of teachers to manage their own inservice
growth. Efforts to locate, develop, and disseminate such
instruments should be a focus of inservice teacher educators.
Another area for further development toward capability
for meaningful evaluation is the use of contracts with inser-
vice growth teachers. Mager ' s three questions (1968) for
guiding effective teaching provide a useful structure for such
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contracts. If a teacher can answer the questions: Where am
I going? How will I get there? and How shall I know I've
arrived? in operational terms, that is, with observable
behaviors or conditions that are indicators of goals, methods,
and results, then he/she will have gained a power of self-
assessment which can contribute significantly to his/her
capacity for self-renewal. The setting, managing, revising,
and sharing of such contracts should be one focus of the
advisor /teacher relationship.
The growth of inservice teachers engaged in graduate
programs should be documented in a variety of ways. Lawrence
(1974) refers to a strategy to be used by a competency-based
inservice teacher education program in Florida which gives
teachers the responsibility of keeping a portfolio of demon-
strations of competencies and states, "the portfolio will
speak somewhat more eloquently than course grades about the
teacher's areas of capability" (p. 9). A portfolio might
include a wide variety of materials. In addition to containing
pieces of teacher work and the work of students, the port-
folio could include the contracts described above, annotated
records of a teacher's interactions with other teachers
toward staff development goals, records of inservice activities
and reactions to these (for example, courses, workshops,
visits to classrooms, and readings), observation records of
colleagues who have visited their classrooms, photo essays,
and published articles. Preparing a portfolio could assist
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teachers in analyzing their achievements and clarifying
their goals and would provide a personal and concrete vehicle
for communication with faculty advisors or school administra-
tors
.
Teacher Perceptions
. As indicated in the earlier dis-
cussion of this kind of evaluation, the collection and use of
the perceptions teachers have about what aspects of a program
are most useful to them or what needs should be addressed
through an inservice graduate program are essential processes
in the approach to inservice teacher education proposed here.
Although the Inservice Growth Program is continually receiving
such data, the gathering of perceptual information and its
use needs to be more regular, more specific and more formalized
for the purposes of future Program development.
Internal Consistency . Attempts such as the Analysis of
the Inservice Growth Program presented earlier in this chapter to
compare the conditions provided by the Program and the re-
sponses of its participants to the guidelines for effective
inservice education should be undertaken with regularity. The
usefulness of such an analysis would be enhanced by having
several different perspectives represented in the analysis:
the teacher participants, the Inservice Coordinator, the
Program faculty, the Resource Persons, and the school admin-
istrators. Instruments for collecting information relevant
to each guideline could be employed to supplement the
anecdotal approach used here.
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Summary
This chapter has focused upon the important question of
how inservice programs can be evaluated so that informed
decisions regarding future program direct ions can be made. The
discussion of evaluation included the identification of some
major problems inherent in evaluating inservice programs and
referred to four approaches which present particular assets
and difficulties: evaluation of student growth, teacher growth,
teacher perceptions, and internal program consistency. The
latter approach was used in analyzing the Inservice Growth
Program to illustrate the kind of information that may be
useful to this approach. Examples of ways in which the Pro-
gram provided conditions conducive to growth and ways in which
teachers responded were outlined in the consideration of
each of the guidelines for effective inservice teacher educa-
tion identified in Chapter II. Recommendations for further
Program development toward acting on those guidelines were
included with the discussion of each guidelines.
The chapter concluded with several suggestions for
documenting and assessing inservice teacher education that
have particular relevance for the Inservice Growth Program.
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CHAPTER V
SUMMARY CONCLUSIONS AND RECOMMENDATIONS
This study has examined the beliefs underlying the design
of an inservice program which seeks to lead teachers and
administrators toward independence from others for their in-
service education. The Inservice Growth Program serves as
an example of an approach to inservice in which the components
are designed to be consistent with a set of assumptions about
growth and in which attention has been given to eliminating
the weaknesses so often occuring in inservice education.
In the larger context, this dissertation has focused on
the role of universities in moving inservice teacher education
from traditional modes, which have the weaknesses described
in Chapter I
,
toward the inservice approach described in
Chapters II, III, and IV. The characteristics of the proposed
approach to inservice teacher education are included in the
theoretical assumptions and guidelines presented in Chapter
II, in the goals, procedures and activities illustrated in
Chapters III and IV, and in the efforts toward self-evalua-
tion proposed in Chapter IV. If such an approach to inservice
teacher education is to become a reality beyond the handful
of programs currently in existence, then:
1. all parties collaborating in inservice programs
(university faculty, school administrators and
154
oards, an
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teachers themselves) must develop andact on a view of teachers as professionals capable
as well
C
of
n
ni
hei1' °Wn inservice growth and capableplaying a central role in the improve-ment of schooling; ^
2.
3 .
collaborative
school systems
relationships must develop between
and universities; and
colleges of education must redefine their expec-tations and their support and reward structuresto permit and encourage their faculty members
to engage in and continue involvement in effectiveinservice
.
This chapter will explore some implications of each of these
three conclusions. Suggestions for future research and
development then conclude the chapter.
Conclusion 1 : Teachers as Capable Professionals
This conclusion directly follows from the discussion of
the theoretical perspective and guidelines in Chapter II as
well as the analysis of need presented in Chapter I. Charac-
teristics of the Integrated Day Inservice Growth Program
which exemplify acting on the view of teachers as capable
professionals include: (a) the involvement of teachers in
decision-making, (b) the personalization of the interaction
among teachers, faculty and doctoral students, and (c) the
provision of support for teachers' efforts. These character-
istics facilitated in the Inservice Growth Program: increased
teacher interaction, utilization of colleagues as resources,
collaborative goal articulation, and initiation by teachers
of strategies for promoting their own professional growth.
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In addition to recognizing the central role teachers
Play in affecting the improvement of schooling through their
interactions with children, teacher colleagues, parents,
administrators and school boards, colleges of education can
be particularly benefitted by a stronger recognition of the
important role teachers play in preparing new teachers.
Peeler and Shapiro (1971) propose that cooperating teachers
who work intensively with preservice teachers during their
internship or student teaching experience should be among the
most highly trained professionals in education
. Through their
impact on teachers about to enter the teaching profession
,
they are in a critical position to improve schooling. A
program such as the Integrated Day Program which links its
Inservice Growth Program to on-going preservice activities
reaps the benefits of improved supervision of preservice
students and provides opportunities for those students to
have as professional models inservice teachers who are
continuing to seek growth experiences for themselves.
Conclusion 2: Collaborative Relationships Necessary
Collaboration between school systems and universities
is complex and demanding. Smith (1974) reminds us that the
two institutions are systems which "look so similar on the
surface but are, in fact, so different in their subcultures
and ways of working" (p. 253). Also, Hough (1975) identifies
several barriers to effective collaboration, including:
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(a) the hard work and excessive time required; (b) "the
difficulty of deploying resources from the schools and the
college in the most efficacious way, utilizing the strengths
of each (p. 309); (c) institutional possessiveness and
bureaucratic structures which inhibit parity in "decision-
making, implementation, and responsibility for success and
failure" (p. 309); (d) arguments over the translation of
experiences into units of academic credit; and (e) further
complications of the relationship by the involvement of other
institutions with vested interests in inservice education
(e.g., state departments, regional school districts, and
federal agencies).
Nevertheless, the analysis presented in this disserta-
tion suggests that effective collaboration is necessary to
adequately identify the needs of the teachers and their
school settings, to assess available resources, to plan and
carry out relevant programs, and most importantly, to insure
support for teachers from their school systems as well as
from the university. Despite the difficulties, both school
systems and universities stand to gain immeasurably from their
collaborations with each other. As mentioned earlier,
a) the potential for improving preservice education is
attractive to both institutions. Other incentives for
universities are: b) the opportunity to enrich their services
to the educational community through generating new research
and connecting the research and teaching of a university
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faculty to real school situations, c) providing a training
field for doctoral students embarking on careers as teacher
educators and administrators, and d) facilitating through
collaborative relationships the important function of dis-
seminating new research and methodology to practitioners in
the schools.
As universities enter into collaborative arrangements
with schools, several modes of interaction are possible.
The experience of the Integrated Day Inservice Growth Program
suggests that one productive mode of interaction involves
the simultaneous (but voluntary) participation of several
teachers from the same school or system in an inservice
graduate program. In the Inservice Growth Program districts,
for example, this condition encouraged the development of
support groups of peers, identification of shared goals,
effective use of individual strengths and interests, and
action on teacher-initiated and managed plans. This condi-
tion also made easier and more efficient the attention of
and interaction with school administrators who could respond
to program as well as individual teacher goals. Other
Inservice Growth Program teachers, who had few or no district
colleagues participating, found acting on and developing
leadership skills and staff development plans more difficult.
Presence of several participating teachers facilitated
frequent and better informed multiple-level activities by
university Resource Persons, including support, workshops,
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class observation, and meetings with administrators. Arrang-
ing for faculty participation in teacher-initiated, university-
sanctioned courses was also managed more easily where several
teachers from the same district were involved.
Hough (1975) identifies another program which shares
with the Integrated Day Inservice Growth Program both this
characteristic and that of creating a preservice/ inservice
continuum when he describes collaborative efforts at Wayne
State University. Other modes of interaction described by
Hough include the involvement of doctoral students in research
which focuses on problems relevant to Detroit school child-
ren. In this program, administrators from the public schools
work with university professors to advise these doctoral
students
.
Goodlad (1970) identifies another facet of interaction
in which the Integrated Day Program has been engaged when he
suggests
:
Experienced teachers in the schools might take
over some of the "preservice" functions now assumed
by the university. In return, university personnel
could contribute much more than they currently do
to inservice staff development and school improvement.
In the process, the universities would be presented,
as never before, with an array of phenomena and
problems calling for research.
(pp. 212-213)
As universities explore ways to meet their responsibility
to train cooperating teachers in supervision and to pro-
vide services to those teachers in exchange for their activi-
ties as teacher educators, new collaborative arrangements
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are formed. At Concordia Teacher’s College (River Forest,
Illinois) for example, the weekly visits by college supervi-
sors are focusing on the staff needs of the cooperating
school. Leave of absence programs to enable outstanding
teachers to work as college supervisors for one year are being
arranged (Mohr, 1971). The Integrated Day Program has also
found that important contributions can be made by classroom
teachers relieved from regular teaching responsibilities for
a semester or a year to participate in preservice activities
valuable to both the field experience and course work of
prospective teachers. Exchanges of personnel between school
systems and universities are being encouraged in California
by recent legislation that provides groundrules for implement-
ing such exchanges. Moffet (1975) quotes from that legisla-
tion in his personal account of his experience returning
to the classroom:
It is the intent of the Legislature that members
of the faculty of the California State Colleges
engaged in teacher education be permitted to periodi-
cally participate in classroom teaching in the
public schools without loss of compensation or other
benefits and that classroom teachers be permitted
to assist in teacher training at the California State
Colleges without loss of compensation or other
benefits
.
(p. 317)
The University of Wisconsin, like the Inservice Growth
Program, has extended a wide variety of services to those
teachers who participate as partners with the university in
preservice education. Most of these services are carried
out in the local school sites. Resource Persons are available
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to these teachers as well as optional graduate credit lor
courses or projects undertaken on-slte. In some Instances,
inservice teachers, administrators, and preservice teachers
are involved in the same course or project.
Efforts to create competency-based teacher education
programs, both preservice and inservice, have affected the
relationship between some universities and public schools.
Emphasis on demonstrating competence has encouraged more
inservice work to be held at a school site rather than solely
on-campus. The need to individualize programs according to
the specific strengths and needs of teachers and the move-
ment away from "credit-earned-f or-t ime-spent " toward more
flexibly designed programs which relate credit earned to
specific achievement creates an inservice climate in which
advising and familiarity with the professional environment
of the teacher was essential. The University of Minnesota,
Deluth (Vose, 1973) and the Multiple Alternative Program at
University of Connecticut, Bridgeport (1973) are examples of
such programs which have engaged in complex collaborative
relationships with public schools to meet inservice needs of
individual teachers within the context of their institutional
settings. In both programs, as in the Inservice Growth Pro-
gram, the notion of teams of teachers and administrators
working toward common goals is critical to the relationship
between the institutions.
Project Change at the State University of New York,
College at Cortland (Lickona, 1973), provides another example
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of collaboration. Particularly distinctive is this program’s
inclusion of paraprofessionals in the early childhood teams
engaged in inservice activies with the Project. Project
Change shares with the Inservice Growth Program the goals of
creating local support systems for change and of "developing
teachers as leaders of change in their schools."
The examples above place university faculty members
in an untradit ional role with regard to where, and when, and
with whom they will work. The implications of these collabor-
ative efforts are further explored in the discussion of
faculty roles which follows.
Conclusion 3: Redefinition of University Faculty Roles Needed
Recognition on the part of the teacher education profes-
sion of the need for more faculty involvement in field-based
and inservice education activities has been growing in recent
years, as demonstrated by increased references to such
activities in professional journals and conferences. The
American Association of Colleges of Teacher Education, for
example, has consistently featured in the past few years
*
speakers who exhort their colleagues to move in this direc-
tion (Davis, 1970; Denemark, 1973, Gross, 1973; Pomeroy, 1972).
The problem inherent in such a change, however, is
clearly stated by Denemark (1973) in addressing the Associa-
Frequently, college teacher educators find them-
selves pressured by their university colleagues to
tion
:
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accept a conventional academic view of role emphasizing basic scholarship, while keeping school’ andcommunity commitments to a minimum. At the same timethey are beleagured by school systems wanting help
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* common response to these conflicting de-mands has been to do some of each but too little ofoth, often adding both university and public school
segment of the general public thatis less than enthusiastic about our efforts.
(p. 4)
The former institutional pressures to which Denemark refers
include criteria for promotion and tenure as well as the norms
of particular universities. Expectations regarding teaching
loads and other responsibilities do not presently reflect in
most institutions the commitment to inservice education or
public school collaboration urged here. Unless the reward
structure for personnel at all levels begins to reflect these
concerns, it is unlikely that much progress can be made
(Devore, 1971). A working conference, involving representa-
tives of teacher associations, administrators, state depart-
ments and higher education from seven states, held in 1975
("Workshop on Reconceptualizing Inservice Education"),
predicted that higher education might provide the most con-
straints in operationalizing effective inservice education.*
A major conclusion reached by this conference identified
state legislatures as important starting points for supporting
inservice teacher education with policy statements making
Personal communication with Dr. William Fanslow,
University of Massachusetts faculty member and conference
participant
.
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inservice education as important as public education. If
sufficient pressure were exerted on such bodies, both policy
statements and state funding allocations might provide the
leverage needed to change the current reward structures.
Edelfelt (1974), one of the organizers of the conference,
identifies the surplus of teachers on the job market as
another potential source of pressure on higher education to
reorganize priorities so as to encourage faculty to partici-
pate in non-tradit ional inservice activities. He writes,
The problem is and will be how to continue
tenured college faculty unless new demands for their
services can be found. This may be the most com-
pelling reason for the growing collegiate interest
in committing more resources and people to inservice
education. For many colleges, it is a matter of
survival
.
(p. 250)
Even if efforts to reallocate resources and individuals
within the universities are successful, new roles for faculty
will not only have to be defined, but inservice training for
faculty whose previous experience has been limited to campus-
based preservice and/or graduate education will be needed.
Participation in the dual educational environments of the
campus and the public school will demand new understandings
and behaviors of college faculty. Among those understandings
and behaviors identified in Chapters II and III of this
dissertation attention should be given to learning the exist-
ing norms and reward systems of the particular public school
system involved and building on institutional as well as
individual strengths; linking support structures within school
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systems to maximize their potential for encouraging teacher
growth; communicating acceptance towards and forming mutual
relationships with both teachers and administrators; helping
teachers and administrators diagnose their own strengths and
needs, and facilitating association and exchange among
teachers and administrators. Programs which prepare doctoral
students for careers in teacher education must likewise respond
to the need for creating new faculty roles. Inservice clinics
involving all interested parties, teachers, administrators,
as well as university personnel would appear to be essential
for the mutual identification of issues, problems, and solu-
tions relevant to such roles.
Recommendations for Further Research and Development
The precedding discussion identified three major areas
for future development in inservice teacher education which
are consistent with and necessary to the expansion of efforts
to create and sustain effective inservice: (1) view of
teachers as capable professionals, (2) development of collabor-
ative relationships and (3) a redefinition of university
faculty role. These areas give rise to implications for
research and development which are described below. The
suggested studies and activities are offered as proposed
vehicles for increasing our understanding of inservice goals
and procedures as well as for developing our skill in imple-
menting effective programs. They are stated in the form of
questions which need to be addressed in the future.
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How do coll aborative inservice programs designed to
foster teacher leadership and self- renewal affect the school* ?
Longitudinal and follow-up studies of teachers and school
systems are needed. Identifying and documenting effects of
participant teachers in such programs on non-participant
teachers from the same school or school system might be one
fruitful direction for such studies.
How are the attitudes and behaviors of teachers toward
inservice education affected by having had preservice experi -
ences with inservice teachers who are participating in self -
di rected inservice growth programs ? Are these new teachers
more self-directed themselves? Are they more demanding of
school systems to provide for such experience for them? Do
they take initiative in staff development activities?
What contributions, if any, does the relationship between
an intern and an inservice cooperating teacher make to in -
service growth ? Studies of patterns of interaction, kinds
and amounts of energy expended, restrictions and assets of
the relationships, and the perceptions of both teachers and
interns would help illuminate the role this relationship
plays in stimulating inservice teacher growth.
What are the characteristics and historical precedents
of schools or school systems that encourage teachers' exercis -
ing authority, responsibility and leadership while remaining
in their roles as classroom teachers?
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What are specific advantages and disadvantages identified
by participants, classroom teachers and university faculty
,
in exchange programs or similar arrangements? How do these
experiences contribute to their institutions as well as to
the individuals involved?
What university services and structures currently exist
and what are needed for supporting inservice ventures of the
kind described here? How do they compare to the structures
and services existing and/or necessary to support preservice
programs ? For example, studies of staffing procedures and
priorities of schools of education and studies of key factors
in job and role descriptions of university faculty would help
identify the nature and degree of restructuring necessary.
Comparisons between official role profiles and actual faculty
perceptions of priorities would also contribute to identifying
significant restraining and promoting forces for restructure
in teacher education institutions.
What are the attitudes of school of education faculty
toward continuing or expanding their inservice involvement ?
Surveys of faculty perceptions could assist in specifying
goals, strategies and priorities as well as provide information
on the scope of resources available.
What are the work habits, schedules, an d varieties o_f
activities of faculty who currently spend s
i
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on inservice? Such studies could assist institutions and
individuals in specifying their plans for redirection.
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What are key problems in the redesign of teac-her educa-
t ion institutions? Regular interchanges among colleges that
have begun to engage in such efforts would be particularly
useful
.
What are the variables to consider when initiating and
managing new relationships between universities and pnhUc
schools ? Surveys and comparisons of current collaborative
programs and the perceptions of participants from both insti-
tutions could reveal important guidelines.
Ehg-ft kinds of formal and informal training programs for
inservice advisors or resource persons currently exist and how
do they compare ? Such studies could suggest implications for
redesign of both preservice and inservice programs in teacher
education in both university and non-university settings.
How should inservice education experiences for teacher
educators be designed and managed to support the evolution of
new faculty roles that include greater participation in
inservice teacher education ? Creation and dissemination of
inservice experiences for university faculty are needed.
Further interaction among universities and schools who
have begun to evolve collaborative approaches to inservice
teacher education through conferences, joint publications,
exchange faculty programs and other methods of sharing and
disseminating would enrich the store of information and ex-
perience available to efforts across the nation to change
inservice teacher education. This chapter has identified
some of the key issues involved in such an effort and has
168
suggested several areas for future research and development.
This dissertation has strongly advocated that universities
and schools of education adopt certain practices in their
relations with schools and inservice teachers. More impor-
tant than particular practices, however is the necessity for
reconceptualization of the fundamental principles upon which
universities and schools of education formulate their prior-
ities and base the nature of their interactions with teachers
and schools. This dissertation has identified and recommended
a direction for that reconceptualization and has discussed
suggestions and methods for universities and schools of educa-
tion to make progress toward more effective inservice teacher
education
.
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UNIVERSITY OF MASSACHUSETTS
AMHERST
• MEMORANDUM
FR0M hjfl™ 3fk? ' ‘ .'...DATE January 11. 1973Directors Integrated Day Program 7/ "“
TO.... Dick Clark, TPPC
?U0JLCT
In proposing the attached program, we are asking for TPPC succor
t
in requesting^ graduate seats for Fall, 1973. PP
The proposal program is significant because it responds to thefollowing needs:
to provide an inservice program consistent with the
University thrust toward community service
to provide opportunities for cooperating school per-
sonnel to enter degree granting graduate programs at
the School of Education
to provide an inservice component of a coherent pre-
service-inservice program leading to preparation in
open education/integrated day
to help urban teachers develop teacher competencies
for the Integrated Day approach to learning
to complement the other components of the Integrated
Day Program (prepracticum, METEP workshops, SPC field
internships. Resource Personnel inservice to the SPC,
the H.Ed. for teacher certification in Integrated Day.
the Ed.D. for leadership training in the Integrated Day,
and consulting to the field
to develop leadership potential of teachers and adminis-
trators in the field
to support the movement of classrooms toward the
Integrated Day
to serve as a model for other programs and centers of
the School which may be moving toward increased response
to inservice teacher needs.
/.... 2
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The M.Ed. for Inservice Teacher Growth Program
Too often the awarding of an undergraduate degree and teacher certi-
fication have been perceived as the terminal points in teacher preparation.
The underlying assumption has been that with the license comes total
professionalism. When teacher preparation is considered a life-long
process of growth toward professionalism, our concept of teacher prepara-
tion,^ extended to include opportunities for that growth in the inservice
teacher.
Few teacher preparation schemes encompass the preservice-inservice
continuum, hence the need for continuous growth is too frequently unmet
and teacher frustration and anxiety are likely to increase. Traditional
attempts to provide that growth through a potpourri of disconnected in-
service workshops have been less than totally successful. Part of the
reason for lack of success with this approach is understood when one
considers that the workshops prepared for teachers offer experiences
that someone external to teachers thinks will be good for them. This
approach to inservice has not considered teachers' needs as teachers
perceive them. The typical inservice' workshop
:
. was initiated by the administration
. occurred after school
. was a single event not necessarily related to others
. was a presentation by "an expert"
.
did not change teachers' behaviors or perceptions
. did not affect children in significant ways
Recognizing that this approach does not meet teachers' needs for continuous
personal and professional growth, the Integrated Day Program proposes the
M.Ed. for Inservice Teacher Growth Program . This Program seeks to meet
the following felt and expressed needs of teachers in the field:
.
to continue professional training in a directed,
continuous program
*
. to pursue an advanced degree while continuing to
teach
.
to gain more realistic expectations for the pre-
service teachers who intern with them
.
to develop skills for learning/teaching in the
Integrated Day approach
. to increase rapport with the personnel and aims
of the Integrated Day Program
.
to help guide preservice teacher preparation for
the internship experience
/ 3
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• to broaden affective skills
. to develop skills for the helping relationship
to meet personal and professional cognitive and
affective goals
• to test new skills and approaches in their own
classrooms as they explore them at the School
of Education
• to develop and expand management skills
• to participate in the Program through a release-
time arrangement with their school district.
Participants for Fall, 1973 will be selected from the teachers and
administrators of the Staff Development Cooperative (SDC) who make appli-
cation, and from selected developing classrooms in the Integrated Day
approach. (The SDC is the field component of the Integrated Day Program).
This population includes the cooperating school staff from Brattleboro,
Vermont; Gateway and Wellesley, Massachusetts; and Kennebunk, Maine; and
urban classrooms developing in Springfield, Massachusetts.
Currently, thre are 4_7 participating teachers and 17_ administrators
in the SDC schools. Of that number (Ho) hold^a^B . S . degree, (2l ) the
M.Ed. degree, and ( 3 ) an Ed.D. The Integrated Dav Program has received
(£0) inquiries and/or requests for the proposed program from SDC members
and others in the field who are developing the approach under our
guidance.
Criteria for admission will be established by the Admission Committee
of the Integrated Day Program.
Degree requirements are consonant with those of the Graduate School
(See Appendix ). While most participants will use tuition waivers earned
through their work in the field with interns, others may pay regular
University fees and in some instances school districts may sponsor part
or all of a candidate's fees.
Arrangements will be made through the Steering Committee of the SDC
to provide selected participants with released time from classrooms to
explore learning experiences on-campus at the University of Massachusetts,
in the field through Integrated Day Program sponsored workshops, and in
the Integrated Day Summer Workshop. Because candidates will be using
University resources on a part-time basis, we recommend they be counted
as 1/4 FTE students.
Participants will be assigned for advising to faculty of the Integrated
Day Program which includes:
Dr. Masha Rudman
Dr. Susan Brainerd
Dr. Richard Konicek
Dr. William Masalski
Dr. Allen Ivey
Dr. R. Mason Bunker
/ 4
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Monthly luncheon meetings of the Integrated Day Program and support groups
vill provide continuous advising opportunities.
Participants will be involved in such activities as:- attending
courses in the School of Education, and the University of Massachusetts,
participating in the prepracticum and post-internship programs of the
Integrated Day Program, assisting in the Workshops for preservice
teacher preparation in METEP
,
assisting the Resource Personnel in the
SDC schools, and developing workshops in the field. The aim of all.
activities will be to encourage inservice teacher growth through
learning and teaching — two sides of the same coin.
In order to initiate this new Program in Fall, 1973, we are requesting
10 graduate slots.
/j PE
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INTRODUCTION ;
This report is the Inservice Study Committee response to the
mandate issued by TPPC on November 5, 1973. The recommendations made
here are the culmination of three months of study and reflection. The
mandate requested recommendations in three areas:
1. Guidelines for Inservice Programs,
2. Coordination and Administrative Mechanisms for Inservice Programs,
3. Means for Stimulating the Development of Inservice Programs.
Those recommendations make up the bulk of this report; however, in the
course of its study the Committee uncovered important areas of concern
not necessarily related directly to any one of the mandate items but
germane to the whole thrust of inservice education. The Committee has
gone beyond the purview of the mandate and included recommendations based
on these concerns and issues. We offer them and the report to the Council
in hopes that our efforts will result in making inservice education a
•>
.
set of experiences in which participants gain competence and increase their
feelings of self worth.
Committee members interviewed faculty and staff at the School of
Education, colleagues in the greater University community, public and private
school teachers, community workers, and administrators. Various Committee
members have made intensive searches of the literature and research related
to inservice education. Many of the Committee and those interviewed have,
of course, had personal experience with inservice education and have
reflected upon those experiences in the preparation of this report. Those
combined data have led us to make the recommendations in this report.
< •
.
,
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RATIONALE FOR INSERVICE PROGRAMS;
Interest in inservice programming in 1974 is generated by both
repelling and compelling forces: we are disillushioned by many current
programs purporting to foster professional growth in teachers and other
professionals; we are attracted by new emphases in efforts to assist
school folk and others in developing self-renewing behaviors.
Conventional inservice "offerings" (usually requiring the attendance
of the client group!) connect only slightly with the needs of the recipients.
They provide little continuity in the growth episodes programmed into the
professional calendar, and signally fail to stimulate or inspire teachers
or others in their natural tendencies toward self-actualization. Furthermore,
the presumption that something finite and rewardable has been accomplished
at the end of an inservice course, a thirty credit salary booster, or a
master’s degree, generally provides a sense of false achievement ift the
present era of accelerating change and knowledge accumulation.
In contrast to this negative thrust away from much current practice,
we take heart in the fact that the clinical component in all professional
preparation programs is being examined from a wide variety of fresh and
imaginative perspectives. Inservice programming 1b increasingly viewed as
the more effective bridging of the theory/practice gap within a strong
field orientation. Inservice efforts are emerging as a natural response
to the increasing demands for a new partnership between universities
and public schools. The call for community service and involvement by
university personnel is insistent.
Among more specific factors enhancing the prospects of a fuller
return on investment of the dollar in inservice activities is that
'
.1
.
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comprehensive staff development programs conducted in field settings are
beginning to demonstrate genuine potential for the whole-staff concept
of professional improvement (in school systems, for example: teachers,
principals, and auxiliary personnel participating collaboratively in
sustained efforts at self—renewal) . Moreover, the real needs of inservice
program clients are more difficult to ignore in a creatively conceived
,
field-oriented program within a sustained relationship between unlver^iXy
and school system than in traditional improvement efforts. Also, the
upgrading of preservice program quality can be enhanced by effective
inservice programming for cooperating teachers and principals. In addition,
inservice efforts in the field bring growth opportunities to many who could
otherwise remain unserved because of the high cost and/or inacxesslMlity^
of full-timegraduate study. And finally, in a shrinking job market
university
resources are more readily available than when demand for teachers
is nigher.
This combination of facts, beliefs, and assumptions leads
us to conclude
that a strong case exists for the elaboration of our
efforts within TPPC
to develop imaginative programs for the continuing
professional development
of teachers and workers in the field.
MANDATE ITEM #1: Guidelines for Inservlce Education
Propran Proposals
Our experiences and our study have led u. to
the following beliefs and
assumptions
:
inservice education is a continuation of
preaervice education
Comprehensive, coordinated education
effective than catch-es-catch-can
learners to develop competence.
programs are more
efforts in helping
Inservice programs
consideration to
should be designed with careful
the accumulated research and literature.
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— A central clearinghouse would facilitate information
sharing, data collecting, advising, coordinating,
evaluating, and consulting for the School of Education
and the community.
— The wide range of activities an In-Servico Clearinghouse
v;ould engender requires leadership and support systems.
— In-Service programs can be effective in mooting the
goals of combatting racism, ser.ism, and other
forms of prejudice.
-- Effective assessment of a community enables planners
to analyze and understand tho cooperating institution
and its setting.
— Success in in-sorvice p/rograras is enhanced when goals,
activitios, and evaluations aro jointly planned.
— All professionals (indeed, all people) should shave in
making decisions about their growth.
— Teoplo arc self-actualizing.
— Offering choices, in activitios is an effective way to
* meet individual noeds.
-- Both formal and informal instruments arc useful in assessing
needs.
-- Comfortable sot tings are conducive to learning.
— Some learning activities are more appropriately managed
on-ccmpus, on-site, or in a combination cf settings.
—Self-solection into learning experiences enhances change.
-- Activities that enhance tho participants' own personal
and professional development effect healthy changes
in them and in those they help.
— Evaluation cf self and of goals is necessary to growth.
These beliofs and the guidelines which follow should be useful to
thoso who design in-sorvice proposals in request of TPPC support.
GUIDELINES
:
Every inservice program (or component) proposal should address the
following guidelines:
I. Each proposal should include:
a. A rationale for the program,
b. An explanation of the goals of the proposed inservice program which
specifies participants, institutions involved, and the community
it serves (an explicit goal to combat racism should be included
in this description),
c. An explanation of how the various components of the inservice
program are designed to reach the stated goals and their relationship
to one another,
d. An explanation of the learning theory employed in the inservice program
e. An explicit statement of the terms in which the program, the staff,
and the participants will be evaluated,
f. An explicit statement concerning:
1. the duration of the program,
2. whether or not the program is degree granting
3. whether or not credit is offered,
A. the extent to which the various constituents are involved
(e.g., administrators, parents, etc.)*
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II. Each proposed program should include a description of an aesessment
of the needs and/or the desires of the community in which the cooperating
institution is located.
III. A description of the provisions made for the staff of the cooperating
institutions to participate in the identification of goals and areas
to be explored during the inservice program, should be included.
IV. Provisions made for the staffs of the cooperating institutions to
share in the planning of the inservice program should be described.
V. A description of the site and nature of learning experiences should
be included.
VI. Proposals should include a description of the advising services to be
offered.
MANDATE ITEM // 2: ADMINISTRATIVE AND COORDINATION MECHANISMS :
The recommendations for coordinating and administrative mechanisms
for inservice education programs are provided in order to insure the
integrity and support of reach proposed program; the following recommendations
are made:
Initially, the TPPC accepts program proposals, reviews them in
terms of the "Guidelines for TPPC Inservice Program Approval and
Resource Allocation," and monitors the progress of those programs
selected (See chart #1)
:
1 .
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Chart 01: Inservice Program Coordination Under TPPC Leadership
The Council would act on and for inservice programs in much the
same way it currently serves preservice programs.
2 . Resources of the School should be provided to establish an Inservice
Resource Center. This Center would become a depository for literature
and research in inservice education. It would provide bibliographies
in response to requests from within the School and from the Community.
A major role of the Center would be to disseminate information and
materials. Data collection (such as the most recent effort by the
Alternative Schools Teachers' Project) would be coordinated at the
Center in data banks available to all.
Because the Resource Center must be a physical place which will require
leadership and support systems, space should be allocated to the Center, a
teaching assistantship should be established, and secretarial assistance
should be provided. The teaching assistant would hold the title,
Coordinator
of Inservice Education Programs, and be directly responsible to
the Director
of TPPC. The Coordinator would assume major responsibility for Inservice
Program Coordination (see chart #2) .
3 . Eventually, the coordination of programs, dissemination
of
information, and program development would be combined into
a
major thrust of the School of Education. A faculty position would
be established for the directorship of the Inservice
clear
}£*
This service agency would assume all the roles and
responsiDilities
described in recommendations (1) and (2) above.
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Chart #2: Coordination
In addition, the director would move to develop new programs of
service to the School, University, and wider Community. Among the activities
might be: publication of a newsletter, uncovering funding sources and
providing advising and consulting services for a wide range of needs. The
Inservice Clearinghouse might be conceived to provide the same range of
services currently offered by ERIC Clearinghouses in such areas as Teacher
Education and Special Education. The possibilities for creative development
are infinite. The director would form a steering committee made up of
representatives from each cluster; the director and steering committee would
make decisions on the direction of inservice education in the School
of
Education. Because inservice education interests go beyond the
inservice
education of teachers, and serves a wider range of clients, the Inservice
Clearinghouse would be directly responsible to the Dean for
Academic Affairs
(see Chart 03)
.
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Chart 3: The Inservice Clearinghouse
MANDATE ITEM // 3: Means for Stimulating the Development of Inservice Programs :
Faculty, graduate and undergraduates, and staff of the School of Education
will serve the field in various ways. Consultants and teams of inservice
educators will respond to requests from those seeking help from the field and
make arrangements with them for travel expenses, lodging, materials, and
services. Support for inservice efforts should come, in part, from those who
are served. At the same time, when the community has needs which it is unable
to meet such as financial costs, provision for credits and degrees, or
appropriate physical and human resources, the School of Education must be
185
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prepared to provide that support. Indeed, the School must take a leadership
role in the creation of inservice programs which will provide the continuing
support and encouragement of professional growth.
Programs and faculty who propose such leadership and have need for
support services of varying kinds must be granted those resources in direct
proportion to the soundness of the proposed program. The monitoring agent
(TPPC currently) should review each proposal in terms of the "Guidelines for
Inservice Education", and make available such resources as graduate admissions
slots, teaching assistantships
,
secretarial and materials support, travel
and expense allocation, and such other needs as will support and encourage
the proposed inservice program.
While all programs of merit should be supported, it is recommended
that the following conditions receive priority consideration when resources
are scarce:
* programs which build inservice activities on existing
preservice programs
* programs which are derived out of participants' needs
* programs which provide participants an opportunity to
work toward a degree
* comprehensive programs which build on a sound philosophical and
psychological base
* programs which aim toward staff renewal and aim to do themselves
"out of business"
* programs which provide a support and advising system to the
participants.
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The following means are propoaed to stimulate, encourage, and
support the development of inservice education programs:
1. pie allocation of a significant proportion of graduate slotstor lnservice use.
2. The availability of other resources such as graduate assistant-
ships, office space, telephone, travel reimbursement,
secreterial help.
3. The recognition of faculty inservice contributions on a par
with research, teaching and other types of community service.
A. Money to pay for professional release time to encourage
on-campus activity.
5. Budget and scheduling priority for inservice program summer
course and workshop activity.
6. Hiring of School of Education faculty who have interest
and expertise in inservice education.
7. The effort to attract graduate students to the School who
have an interest in developing inservice skills.
8. The allocation of a faculty position for Director of the
Inservice Clearinghouse and provision of support services for
the maintenance of the Clearinghouse.
RMB/cb
Respectfully submitted,
R. Mason Bunker, Chairperson
i
I
!
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Integrated Day In-Service Growth Program
1 ntegrated Day Program, University of Massachusetts is
and^d’r ?
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Snf ? k . ®’ Y° U mUS+ Upda+e if +hrough the University'sGraduate School. All applications must be received by March I
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proceduros for admission are set by the University and
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Program and broadly are based upon such factors asp e sional experience, potential for contributions to the profession
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r°gram 9°als * Priority consideration will be"
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Program
trators
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i^hr|Ce .H r°K th/r0qram ' S designed for teachers and adminis-
t iml or ! u !
eSire t0 persue an advanced degree on a part-
e full-time basis and who are developing and improving competencies
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daY education * We are particularly concerned withp ding opportunities for professional growth which connect work
owarddegrees with the real inservice needs of teachers and administrators
In their unique professional settings. Each participant designs his/her
own program with a faculty advisor. The faculty currently working withThe Inservice Growth Program include the program directors ana Drs.
Richard Konicek, William Masalskl, and Klaus Schultz. Programs may
Include such experiences as on-campus and on-site course work, indivi-
dualized study programs, and summer workshop experiences. Participants
also are encouraged to contribute to the Program's pre-service teacher
preparation programs and to participate with the faculty and staff in
implementing a variety of field programs. The aim of al I activities is
to encourage inservice growth through teaching and learning.
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SCHOOL OF EDUCATION
October 15, 1974
t/rwvexuty^yf&±Uicrf«S£//S'
£$r;i/&rs/ 0/002
Dear Teachers:
b6l
i
eVe We
.
are six weeks int0 the new school year already.
back tn tfl n
CS ° eXClt11
]
8 news about life in your classrooms have trickledo the University and those of us who have not visited your schooldistrict yet are looking forward to visits in the future. Meanwhile we
In
P
nait
U
"J
^ t0 Visit US dUring Marathon Week
,
November ’ 1 1 - 15 .p r icuiar we have planned an inservice day for Wednesday, November 13during which teachers, UMass faculty, and resource people can work togeti^r
on hnw
U
vn
° f t0 yOU ‘ The resource people will be seeking your ideas
of weeks!
U W°Uld Uke t0 SPend the day 3nd We WiU SCnd y°U 3 schedule in a couple
Hopefully, many of you will be able to arrange an additional day to be with
us, either Tuesday or Thursday, to participate in other Marathon offerings.
The Integrated Day Program will be making over twenty offerings and otherprograms have scheduled a vast array of activities. You will soon be
receiving the Preliminary Marathon Schedule which can help you decide which day
you would like to pair with Wednesday.
Inservice Growth Program teachers are asked to be here on one of those
two days for advising and pre-registration for Spring Semester.
We enthusiastically invite you to offer your own Marathon sessions. If you are
interested in sharing some of your work with others, please let me know right
away.
Please return the enclosed card as soon as possible.
Looking forward to seeing you soon,
LujJLCw—
Linda Welles
Inservice Coordinator
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SCHOOL OF EDUCATION
October 15
,
1974
Dear
Enclosed is a copy of the letter I have sent to the teachers
regarding Fall Marathon. We hope that many of them will be able
to spend two days with us during that week.
We would be delighted to have your participation if you could
join us for the Wednesday session.
Sincerely,
Linda Welles
Inservice Coordinator
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Evaluation of Marathon Inservice Day - November 13, 1974
Name
(optional)
What was your overall reaction to the workshop? (check one box)
J 2 3 4 5
very
negative
very
positive
What did you like most about the workshop?
What did you like least about the workshop?
What could have been done to make the workshop more responsive to your needs?
What effects has the workshop experience had on you or your teaching during
the past month?
What suggestions do you have for future inservice sessions as to content and
format?
V
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To what extend did each of the following meet your needs? (check one box)
1
‘
.°P.enin g Remarks - by Sid Morison, Former Community Principal, NYC. | | did not
1 2 3 4 5
attend
not very
well
very
well
2. Who Decides Questionnaire
| |
did not 1 2 3 4 5
attend
_|]1 J
not very
weii very
well
3. Looking Back to Plan Next Steps - Small group discussion of goals
| j
1 2 3 4 5
did not
attend
not very very
well well
4. The Great Center That Nobody Uses' - Sue Chilvers j^Hdid not
attend
not very very
well well
5. How to Plan a Math Program that Uses Nuffield Approaches - Bill Masalski
[ I did not
attend
not very very
well well
6 . Refining and Extending the Writing Approach to Teaching Reading - M.Rudman 5
R. Welle:
1 | did not
attend
not very very
well well
7. Community Building - Sue Chilvers
[ |
did not
attend
1 2 3 4 5
.
not very very
well well
8. Integrating Basic Skills - Mason Bunker ( |did not
attend
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9. Classroom Organization
- Margaret Arbuckle 5 Sue Rotor.di
not very very
we^ well
Qdid not
attend
Additional Comments:
Please return these questionnaires to:
Linda Welles
Inservice Coordinator
Integrated Day Program
School of education
University of Massachusetts
Amherst, Massachusetts 01002
Thank you for taking the time to reflect upon the workshop and share your
responses with us.
197
appendix g
198
UNIVERSITY OF MASSACHUSETTS
AMHERST
MEMORANDUM
FROM date December 4, 1974
T0 J. ?}.*®.
&
f. 4. . .P?)L ?: £A,® 9. .9.9.T. i
P
at°r , Resource Personnel
SUBJECT
A
The following is a revision of my September 30th memo concerning procedures
and policy for teachers in the field taking graduate courses.
Cooperating teachers may elect to take up to 3 credits each year for work
involving supervision and evaluation of interns, participation in workshops
and meetings with UMass faculty and resource personnel and in teacher-led
workshops.
In Spring, 1975, teachers supervising interns should register for Lex 1*8756,
Teacher Strategies for the Integrated Day, Inservice Phase, to receive credit
for these experiences. Expectations for this course include:
-regular attendance at Integrated Day Program meetings 6 workshops
held or. site
-attendance at Marathon events that are specially designed for the
Integrated Day Program inservice teachers
-monthly progress reports regarding current intern - to be shared
with intern and resource person
-regular planning sessions with interns
-written final evaluation of intern
-supervision of 2 interns during the year
-written self-evaluation of cooperating teacher
Teachers working with one intern during a one year period (Fal 1 -Spring)
may earn the full 3 credits by meeting the following expectations:
-regular attendance at Integrated Day Program meetings 5 workshops
held on site
-attendance at Marathon events that are specially designed for the
Integrated Day Program inservice teachers
-monthly progress reports regarding current intern - to be shared
with intern and resource person
-regular planning sessions with interns
-written final evaluation of intern
-supervision of 1 intern during the year
-written self-evaluation of cooperating teacher
-leadership or co- leadership of one or more inservice workshops
for other teachers in school district
-leadership or co- leadership of one or more workshops for interns
in school district
-preparation and submission of one article on subject of own
choice to In Touch
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Teachers who wish to receive credit for special projects or investigations
°l’Uons ' l >They «ke an independent study and <0 fhrougj r.jul.rSchool of Education contract procedures with a faculty member. 2)Thev maynegotiate with an instructor of a course related to their topic to do all
Lex#°
St
Vui
1 W°rk f thC .ir SCh° 01 SUCS 3nd re 8 ister for ^e regular course
. 33 If several teachers are interested in the same project theycan request a faculty member to sponsor a course under an appropriate title
e.g. The Teachers' Centers course, or 4)They may determine Sith their facuUyadvisor to register for the advisor's Advising Group course.
I urge all of you who supervise projects to ask the teachers to write all orpart of their documentation and evaluation for the In Touch audience.
Encourage them also to use video-taping and presentation of children's work
as part of their documentation as well. Both these kinds of products
could provide valuable material for our preservice students as well as for otherteachers. I would appreciate having for my files copies of independent study
contracts or informal contracts devised to outline work to be done.
Teachers who are not in M.Ed. or CAGS Programs may wish to use their waivers
for independent work, also. Since they have no advisor they will need to
make their own personal connections with University faculty. The Integrated
Day Program will not be assuming responsibility for such projects.
Additional Suggestions:
Advise teachers to register for 3-6 credits per semester with 9 credits
as absolute maximum. Perhaps 6 one semester and 9 during the semester
he/she is receiving credits for work with interns.
I see the advising role taken by faculty and the inservice coordinator as
crucial to the inservice program. Since we believe in having teachers
determine to as great an extent as possible the content and process of their
own programs, we need to focus on helping them clearly define their purposes,
ferret out appropriate resources, evaluate and share their work. Many of our
teachers are at a point where involvement with faculty beyond our own program
would be useful to them. This involvement might be through regular courses or
through independent work in specified fields, e.g. several teachers expressing
interest in media could be referred to faculty in those areas for project
supervision.
Here are some of the areas teachers have been or may be involved in as a part
of their inservice graduate work. Do we as a program wish to provide guidelines
for teachers to use in deciding what proportion of their time should be spent
in these areas?
1) on-campus coursework
2) courses which are specially designed to incorporate elements
of on-campus work with work at their school sites
3) school/rclated independent work (classroom projects, work with
parents, etc.) - planning and implementing and evaluating strategies
for change in their own classrooms, schools, communities, etc.,
becoming familiar with literature relevant to their project.
4) exploring the psychological and philosophical foundations of
open education through independent readings, regular courses, or
modular course experiences.
5) participating in a process of mutual inquiry with other teachers ,
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administrators, University faculty or other graduate
students, focusing on the collaborative solving of a
problem of concern to them.
Issues to think about for the future:
How can we best reconnect with administrators of school districts,
share our attitudes about inservice education and graduate education
for teachers? establish or reestablish support for the graduate
inservice program? Would an advisory board of teachers-administrators -
University people be timely - helpful for funding?
I
How can we best provide services to schools through this program, either
directly or through individual teachers?
What can we do to encourage resources specifically for inservice work to
come our way?
Policies governing admissions to inservice program - with particular
reference to preserving a preservice/inservice continuum?
-acceptance of teachers from districts where we have sent
or intend to send interns, one-day-a-week people, etc.?
-acceptance of more than one from a district?
-entry point for new districts?
-acceptance of former preservice students?
What actions do we wish to take to cultivate applicants from desired areas?
If we view the field as the testing ground of pedagogical theory, methods,
evaluation procedures, etc., two issues (at least) emerge as critical:
1. building on teachers expertise in the field while enabling
them to get beyond the "is" to some possible "oughts", i.e.
enabling them to reflect upon and reconstruct ideas related
to their teaching - putting them in touch with those theories,
methods, etc.
2 . putting University faculty more in touch with "life in classrooms".
Here are some things to think about regarding the latter need in particular
How can we best assess and broadcast the value of inservice
activity by faculty?
What rewards (pressures?) do, can, don't, won't, might the University
or School of Education provide to encourage such activity?
What should those activities be?
1. on-site supervision of classroom or school-related projects
or studies undertaken by inservice graduate students?
2 . occasional intensive field visits (2-3 days) during which the
faculty member works with individual teachers or small groups,
with interns, in the classroom, outside the classroom?
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3. working with teachers on-site and on-campus in specifying
needs/goals, means to achieving these, evaluating process
and progress.
4. teaching courses specifically for inservice teachers.
5. other
Perhaps the resource role and preservice teaching should be h'3jnded in some
cases for both faculty and graduate students - Perhaps teaming graduate students
with faculty members so that both remain in touch with the vital aspects
of both preservice and inservice work.
One piece of information which will guide how we design the inservice program will
be determined by who the teachers are. So plans for Fall are closely related to th
admissions issues raised earlier and to who the applicants are, or will be, for
Fall.
These are only a few items that I believe need to be discussed by the
Steering Committee and in some cases the Program as a whole. I would appreciate
your written comments as well as the opportunity for group discussion.
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SCHOOL OF EDUCATION
September 11, 1974
Dear Teachers:
With University deadlines for final registration and tuition paymentstast approaching, I am sure you are anxious to receive your tuition
waivers and additional information about the Fall semester.
Since the meeting for In-Service Growth teachers that many of you attendedin July, a new course title has been added in which some of you have
indicated an interest. Klaus Schultz will be sponsoring Lex #8700, Teacher
Centers, 300 Mods. For those of you who have registered for this work
under different course titles, you may keep your registration as it is,
or change it if you want to have the new title on your transcript. Changes
of Lex numbers may be made at the Flexible Curriculum Office, Hills South,any
time during the semester. It is quite possible that the course will continue
if there is interest in the Spring semester for both the same group and new
members.
The Teacher Center course will consist of three on-campus meetings in
addition to independent and small group work in your own school districts
involving:
1. the planning and implementing of staff development programs
2. readings about on-going teacher centers and the rationales
for such centers
3. proposal writing for funding your own centers
4. visiting teacher centers
5. other activities related to this topic.
The goals of the larger group meetings will include:
1.
sharing plans and progress
2. planning for visits among ourselves as well as to other
teacher centers
3. mutual problem-solving
I hope we will be able to involve staff from on-going centers in one or
more of these meetings. Please communicate your suggestions for how you
wish to spend the time together as soon as possible. The bibliography
enclosed may be useful for some of you. If you discover other readings,
organizations, or sites that might be helpful to others, please let me know.
I am happy to act as information disseminator for the group. Also, if one
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Page 2
on
y°U
!
re int ®re
^
ted ^ reviewing one of the lengthier documentsteacher centers and sharing what you find useful with the othersplease volunteer now! n »
It would seem desirable to delay our first session until early October
since I am sure you are all concentrating on starting the new school year.The second meeting might best be scheduled during Marathon Week, November
are here°
6naMe y0U t0 ParticiPate in or lead other offerings while you
Several of you also expressed interest in July in forming a reading group
which would initially focus on readings about and by Jean Piaget. A
similar format to the Teacher Center course will be used. Three on-campus
sessions will be held during the semester. The remainder of the work willbe conducted independently or in small groups. We urge you to form small
seminars with others in your school district which might meet weekly
between the large group sessions to discuss your readings. Some of you
may wish to engage in observation tasks or Piagetian protocals in your
classrooms as well. The enclosed bibliography and Klaus's comments may serve
as a starting point. You may either register for Lex #8630, Piaget for
Elementary Teachers or use Lex #8511, Lex #8685 or Independent Study #8905.
Since some of you will be taking both courses and will travel a rather long
distance to meet, I am suggesting that the two courses meet back to back.
Final dates will be determined by your response to the following alternatives:
1. Saturday, October 5-9 a.m. - 12:00 Noon - Piaget
1:30 p.m. - 4:30 p.m. - Teacher Centers
2. Friday, October 11 - 3:00 p.m. - 6:00 p.m. - Piaget
7:00 p.m. - 10:00 p.m. - Teacher Centers
3. Friday, October 11 - 7:00 p.m. - 10:00 p.m. - Piaget
Sat., October 12 - 9:00 a.m. - 12:00 Noon - Teacher Centers
I have attempted to minimize the amount of released time needed for these
meetings since even those of you who have interns working with you may feel that
it is too early in the semester for your interns to manage without you for a
full day. Perhaps, if your principal approves, you can make arrangements with
another cooperating teacher and intern in your building to have that intern
assist yours during your absence.
Please let me hear from you soon so we can set the dates.
Looking forward to working with you all this year.
Linda Welles
In-Service Coordinator
S45-1588 (office)
549-0702 (home)Enclosures: 6
205
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Fee Information
Use the following guidelines in paying for tuition and fees.
Registration Waivers Used Procedure
3 credits 1 waiver no tuition or fee, simply send
waiver and bill
3-4 credits no waiver send tuition plus $26 in fees
6 credits 1 waiver send waiver and tuition for
3 credits plus $26 in fees
6 credits 2 waivers no tuition or fees, send waiver
and bill
6 credits no waivers ‘send tuition, plus $27
9 credits 1 waiver ‘send waiver and tuition for
6 credits, plus $27
9 credits 2 waivers send waivers and tuition for
3 credits, plus $26 fee
In all cases send bills. waivers, and payment to:
Kathy Fiske
Office of the Bursar
Rm. 215 Whitmore
University of Massachusetts
Amherst, MA. 01002
If you pre-registered and confirmed your registration by mail before
September 5, send original bill.
Those who either did not pre-register or did not confirm will be registered
for University credits by me on Friday, September 13th. Wait until you receive
a bill before sending payment. You will need to register yourself for the
appropriate School of Education Lex #s as soon as convenient.
‘Note: An off-campus form must be filed in order to reduce
general fees to $27, if you are paying for 6 or more
credits. Contact me immediately.
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February 3, 1975
Dear Teachers,
I look forward to seeing many of you this Friday, February 7th at
Mason's class. Here is some information which you may want to act
on while you're on-campus.
Each of you should plan to meet with your faculty advisor very soon
for the purpose of assessing your program thus far and for setting
goals for your program as a whole. Formulating a design for your individual
degree programs with your advisor should help you get a better sense of how the
parts are fitting together, what your priority needs are now, what kinds
of assistance the program should be giving at this time. Perhaps some of you w
want to call to make appointments for this Friday if you have not already
done so. Another conference around the middle of the semester would also be
advisable. The faculty have agreed upon guidelines which should be
considered with each of you.
Some part of your work should include the following:
1 . on-campus coursework,
2. courses which are specially designed to incorporate elements
of on-campus work with work at their school sites,
3. school /related independent work (classroom projects, work
with parents, etc.) - planning and implementing and evaluating,
strategies for change in their own classrooms, school s, .commun i ties,
etc., becoming familiar with literature relevant to their project,
4. exploring the psychological and philosophical foundations of
open education through independent readings, regular courses, or
modular course experiences,
5. participating in a process of mutual inquiry with other
teachers,
administrators. University faculty or other graduate students,
focusing on the collaborative solving of a problem of concern
to them, and
6. attendance at the Integrated Day Program's Marathon Graduate
Workshops designed for the inservice program
Procedures to follow for individualized study are:
I. Write up a contract. If you register for I nd
i
v idua I i zed Study
Lex #8905, use the Individualized Study Contract
provided by t e
Flexible Curriculum Office, Rm. 151, Hills South. If you
are
208
February 3, 1975
Page 2
doing this experience through a regular course Lex number,
*-*P informal contract in which you state your
goals for the project, how you will go about meeting these
goals, how you will evaluate and docume~t the project.
2. Make copies for yourself, the faculty member who sponsors
this study, your advisor, and me.
3. We hope you will prepare at least a part of your documentation
in the form of an article for submission to In Touch so as to share what
you are doing with other educators. You may wish to use other media
and or pieces of children's work as well for projects that involve
classroom implementation.
Please notify me when you have completed work from last semester. I wi I I
be available on Friday if I can help you in any way.
Have a good semester.
Linda Wei I es
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Monday, July 22, 1974
Dear Teachers
:
, •j.^
aj°n ®un^er anc* I would like to meet with the people
TnTi
t
9^h t »t t Qe i^n
"SerVi
'?e Growth Program on Thursday morning,July 25th a 9.15 a.m.
,
in Marks Meadow.
Please bring with you the following informationform for our files: in written
- number of graduate credits you have already
accumulated from UMass and other institutions.
— list the name and number of each course as well as
where and when you took each one.
- plans for the Fall - what are your goals?
- what courses do you hope to take?
- what independent projects do you plan to undertake?
- will you be working with others in pursuing your
graduate work? how?
We hope this meeting will provide an opportunity for you
to ask questions and share some of your hopes and plans for
your graduate program with each other.
Looking forward to seeing you
on Thursday
,
Linda Welles, Coordinator
In-Service Growth Program
211
appendix k
212
10
Brainstorming From In-Service Growth Program Meeting
July 25, 1974
Here are some of the ideas that emerged both for immediat
and for future explorations.
e implementation
Content Areas
film/photography
teacher centers
alternative methods of evaluation
developing communication resources
internship phase of teacher education
special education/learning disabilities in an integrated day classroom
multi-age grouping
readings in Piaget, Erickson,
other theoretical studies
group process
metrics
integrating movement in the classroom
sex discrimination
racial and cultural discrimination
Possible Form For In-Service Education
independent study
on-campus course work
occassional seminars with teachers from other districts
road show - University personnel giving workshops in the school districts
teacher- led workshops
intensive workshops with University personnel (2 day visits, workshop series)
small group work in school districts
focused on single problem or them e.g. classroom teachers and L.D. specialists
developing strategies for L.D. students in integrated day classrooms
weekend seminars/workshops sharing through In-Touch
inter-district visits
visiting schools and teacher centers
summer workshops
Marathon at School of Education
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INTEGRATED DAY INSERVICE WORKSHOP
FALL MARATHON, WEDNESDAY, NOVEMBER 13, 1974
TIME PRESENTATION
9~9 i 30 Coffee & Donuts — Welcome!
9:30-10:00 Reexamining Goals - Sid Morison
,
Former community
principal, N.Y.C., P.S. 84, An Open Corridor School
10-
11:00 Looking Back to Plan Next Steps
11-
12:00 The Great Center Than Nobody Uses! - (A Case in Point
The Book Corner) - Sue Chilvers
Nuffield Math : How to plan a Math Program that uses
Nuffield approaches - Bill Masalski
Refining and Extending the Writing Approach to
Teaching Reading : A problem solving session for
teachers who are currently using the experience
approach to reading and want to use children's
writing more systematically for instructional pur-
poses - Marsha Rudman & Rick Welles
12-
1 : 30 Lunch
1:30-3:00 Community Building : A sharing session of ways to
structure your classroom so that each child feels
"This is my Classroom." "I belong to this group."
- Sue Chilvers & Lorine Timmermann
3-3:30
4-6:30
6:30
A Planning Strategy for Integrating Basic Skills :
How we can design integrated learning experiences
which help children to uncover needs for basic
skills, yeild up those basic skills, and allow us
to determine kids' strengths and possible next
steps in acquiring basic skills? - Mason Bunker
Classroom Organization : Establishing routines as
a necessary step in opening up a classroom. -
Margaret Arbuckle & Sue Rotondi
Multi-age Classrooms: A Slide Presentation - Stan
Newborn
Teacher Centers : This session will be a regular
meeting of the Teacher Center course and is open
to all of you who are interested.
Cocktails at Annette Lieberman's home
We plan to set up a resource table and a children's literature
table for Wednesday and would appreciate your bringing with
you anything you would enjoy sharing with others, e.g. child-
ren's books, teacher resource materials, children's work, com-
mercial or teacher made materials.
Look forward to seeing many of you on Wednesday.
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Nolfson,
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and
Nash,
S.
"Perceptions
of
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in
Elementary
School
Classroom
The
Elementary
School
Journal,
Volume
69,
No.
2,
November,
1968.
216
I*
<u
I
n
pq
a
o
o>
*
u
4>
o
c
•a
«
w
DC
V)
e
o
CM
0.
i
O
M
a>
a.
(-<
a>
x
o
rt
o
H
•o
B
ca
c
o
3
4J
CO
««-l
O
>,
•v
->
10
0)
•H
*->
rt
13
£
o
u
X) •
3
O.h-
C cn
-<
C
V
W
(/)
3O
CO ZD
J
rtQ
D.
<uX
o
n)
V
tfhat
to
keep
in
your
desk
(drawer,
locker)?
When
its*
time
to
straighten-up
(clean-up)
the
room?
217
X
4>X
o
«
41
H
V)
V)
cd
*—
i
U
c
4>
•a
J£L
N
VM
(4
a.
EH
•H
<P
P
4>
•o
P
o
u
a>
P
4>
P<
CO
o
o
•C
u
V)
4)
.C
<P
o
bO
p
•H
bo
C
cd
Pi
P
cd
a>
Pi
T)
a)
>
f-H
o
>
c
4)
4)
in
op
m
P
4>X
P
O
<4-1
o cd 4) TJ •
o Q, •o e>* 4) c-
Cf 3 X X XP P E cd cd C" p
Ci o in O X) »H E •H3 O CL, O > in
o £ a> X (/) o •H £ inX o P p •H Ci C-- P o cd C-* i-p o cd (h 4) •a E o O t-H 4> 4)
o c Pi s—
'
3 > 4> o cd b- p o in
•H in o 4) u x o H 3 cd
C" in P- x» o *-> Cl u •H P 4) Ep *-> <—
I
cd T) O •rH o 3 X c
5 c: c r—i c • 4) c X> P. o Cl <P c O P cd co <u <u u U bO •H 3 *-> 3 •H 4> X u cdX E X • rH C O c O o CL, E u
Cl. Cd p in cd in P bfl •H X 4> c O 3
e •H 4) P X) C Pi Cc P O 3
•H 3 P* JZ E P P in 3 <u c in 3 <4H >> O
c
r
P cd cd 4) x E •H O P >>
bO 4) *o O O o •H o cd X P. 4) in
c c c P <u x P 4> u V 4> E •-H in
•f-4 4) O cd .o r* •H XI X o c O cd p
o *“• X O • c o > 3 T3 4) 0) JC •H u
X> V +-> 4> c 4> o cd •H o o -a CC p 'O 4) P 3
4-> Ci •H P p P j X r—i O tT' cd cd P 4) 4'
a> •H 4> in CJ 3 P <d 4) 4> cd P O
Cl H V) - •fH in cd c o X P P cd :d h
cd » 3 Ci P f-H •H 4) •H 4> jC 4) V) o ai p E
1) o X P X in E O p
4h <P3 e C S * c e P o s •H c c P •fH C
o cd cd 4) cd o Cl in P cd cd f-H cd O cX o O *H c o o in m o o oo o u m P, o
> cd p 4) 4) X) p » P. -oH 3 3 u 3 in oo •H in 3 3 o 3 3 P pH O o cl, o 4> cd * cd Cl o -c p o C o in O •H H
V X X *H 3 X JZ P CP 3 *-> p •H X X jz
4)
X -X
j Ci O P 4) o
e c *-> X c p X *-> p C c c p P p P pj 4) O IA a> 5 O cd cd cd 4) 4) 4> cd 4) cd cd cd
oX £ £ <P ,c:C oX £ £
Lh
Me 5 £ £ £ 5
O
CM
CM
CM
to
INI
tO
IN
NO
CM
r-
CM
oo
CM
o>
CM
o
to
CM
K)
can
go
to
an
activity
center,
interest
center,
display?
218
V
•CJ
o
a>
jz
u
CO
V
f-
The
plans
or
work
for
the
class
each
day?
219
bibliography
Mdrich Ruth A. "Innovative Evaluation of Education" Theoryinto Practice. 13, No. 1, February 1974, pp. 1 -4 . 1 ^
Aldri
^An-M»u "• „"
M*rcy
.
0pen School: Feeding Back to Deci-on Makers. Testing and Evaluation: New Views
. Ed
hoort°Frt
D
'
t
0hel\ Washington
,
DC: Association for Child-od Educa ion International, 1975, pp. 49-52.
Amarel Marianne, Bussis, Anne M.
,
and Chittenden, Edward A.Teacher Perspective on Change to an Open Approach."Unpublished paper. Princeton: Educational TestingService, March 1973.
Armington
,
^David E
. ^
"A Plan for Continuing Growth." OpenEducat ion: A Sourcebook for Parents and Teachers
. Ed
.
Ewald Nyguist and Gene R. Hawes. New York - Bantam
1972, pp. 63-72.
Asher, James. Inservice Education: Psycho logical Perspectives.
ED 015891. Berkeley, California: ERIC Document Repro-
duct ion Service, December 1967.
Barth, Roland S. "Open Education: Assumptions About Child-
ren's Learning." Open Education: The Informal Classroom.
Ed. Charles Rathbone. New York: Citation Press, 1971
pp. 99-115.
Barth, Roland S. Open Education and the American School
.
New York: Agathon Press, 1972.
Benedict, Larry G. "Traditional Research Versus Evaluation."
Unpublished document. Amherst, Massachusetts: Univer-
sity of Massachusetts, School of Education.
Bennis, Warren G. Changing Organizations. New York: McGraw-
Hill, 1966.
Berman, Louise. Supervision, Staff Development and Le ader -
ship
.
Columbus, Ohio: Charles E. Merrill Publishing
Company, 1971.
Berelson, Bernard and Steiner, Gary A. Human Behavior : An
Inventory of Scientific Findings . New York: Harcourt
,
Brace & World, Inc., 1964.
Berry, Dean. An Educational Change Model: Consortium for
Educational Renewal . Unpublished doctoral dissertation.
Amherst, Massachusetts: University of Massachusetts,
1974.
220
Brickell, H.
Schools .
"
Yearbook
.
Appraising the Effects of Innovations in LocalNatl°nal Society for the Study of Kdur.n t. i on
,
67
, 1968, pp. 284-304
.
Bridgeport University of Connecticut College of EducationComprehensive Explanation o f Multiple Alternative Pro.
££££• 087718 • Washington, DC: ERIC Clearinghouse
on Teacher Education, November, 1973.
Brimm, Jack L. and Tollett, Daniel J. "How Do Teachers Feel
About Inservice Education?" Education Leadership
Research Supplement
,
March 1974, pp. 521-525.
Brown, Robert G. "A Study of the Perceptual Organization of
Elementary and Secondary Outstanding Young Educators.
University of Florida, 1970." Dissertation Abstracts
Internat ional . Ann Arbor: University Microfilms.
Brown, John. "Inservice Education for Teachers: Some Con-
siderations." Unpublished paper. Amherst, Massachusetts
University of Massachusetts School of Education, 1975.
Bunker, R. Mason. "Teacher Education for the Integrated Day."
New Ways
,
Vol. 1, No. 1, November-December 1974, pp . 10-
12
.
Bussis, Anne R. and Chittenden, Edward. Analysis of an Ap-
proach to Open Education . Princeton, New Jersey:
Educational Testing Service, 1970.
Bussis, Anne and Chittenden, Edward. "The Teacher's Manifold
Roles." The Open Classroom Reader . Ed. Charles E.
Silberman. New York: Vintage, 1973, pp. 213-232.
Bussis, Anne M.
,
Chittenden, Edward A. and Amarel
,
Marianne.
"Alternative Paradigms in Educational Evaluation."
Unpublished memorandum. Princeton, NJ : Educational
Testing Service, October 1974, 14 pp.
Cass, James. "An Environment for Creative Teaching." Satur -
day Review . April 6, 1974, p. 51.
Coffey, Hubert S. and Golden, William J., Jr. "Psychology of
Change Within an Institution." National Society for
the Study of Education Yearbook: Inservice Education .
Ed. Nelson B. Henry. Chicago: University of Chicago
Press, 1957.
Combs, Arthur. The Profession al Education of Teachers . Bos-
ton: Allyn and Bacon, 1965.
221
Combs, Arthur, et
.
Professions
.
Florida Press
al
- The Florida Studies in the Helping
Gainesville, Florida: University of
—
1969.
Combs
,
Arthur, et
. al
. Helping Relationships: Basic
Igr the Helping Professions
. Boston: Allyn and
Concepts
Bacon
,
Davis, Richard. "A Cooperative Education Program." Realign-
ments for Teacher Education, AACTE Yearbook ] 970
~ ““
Washington, DC: American Association of Colleges of
Teacher Education, 1970.
Denemark, George W., "Goals for Teacher Education: A Time
for Decision." Time for Decisio n in Teacher Education
AACTE Yearbook 1973 . Washington, DC: American Associa-
tion of Colleges of Teacher Education, 1970, pp . 1-13.
Devore, Paul W. Variables Affecting Change in Inservice
Teacher Education
. ED 070764. Washington, DC: ERIC
Clearinghouse on Teacher Education, 1971.
Dewey, John. Democracy and Education
. New York: The Free
Press, 1968. (First printed in 1916.)
Dewey, John. The Public and Its Problems
. Chicago: Swallow
Press, 1954. (First printed in 1927.)
Dewey, John. In Mayhew, Katherine Camp and Edwards, Anna
Camp, The Dewey School
. New York: Atherton, 1966.
(First printed in 1936.)
Dewey, John. Experience and Education. New York: MacMillan,
1938.
Diekin, E. H. and Fox, R. B. "Self-perception of Teachers
and Their Verbal Behavior in the Classroom." Educat ional
Leadership . Vol. 30, 1973, pp . 445-449.
Edelfelt, Ray A. "Inservice Education of Teachers: Priority
for the Next Decade." Th e Journal of Teacher Educa-
tion
,
Vol. 25, Fall 1974,' pp. 250-252.
Edelfelt, Roy A. In-service Teacher Educat ion--Sources in
t he ERIC System . SP 008611. Washington, DC: ERIC
Clearinghouse on Teacher Education, January 1975.
Edmunds, Fred, et . al. Inservice Teacher Education: Crucial
Process in Educational Change . ED 031424. Washington,
DC~ ERIC Clearinghouse on Teacher Education, 1966.
222
Ernst
,
William.
•
Leadership
.
"What Makes a Workshop Jell?" Educational
Vol. 31, No. 6, March 1974, pp. 496-498.
Fantini, Mario D. "Patterns for Reform in American TeacherEducation. Interchange
. Vol 4, Nos. 2-3, 1973, pp . 28
Finch, Arnold. Growth In-Service Programs That Work Engle-
wood Cliffs, NJ: Prentice-Hall, 1969.
Fischer, Louis. "In-service Education: An Immodest Proposal."
In-Service Education: Proposals and Procedures for
Change
. Ed. Louis J. Rubin. Boston: Allyn and Bacon
1971, pp. 227-243.
Fischler, Abraham S. "Confrontation: Changing Teacher Be-
havior Through Clinical Supervision." Improving In-
service Education: Proposals and Procedures for Change
.
Ed. Louis B. Rubin. Boston: Allyn and Bacon, 1971,
pp. 171-187.
Fitts, William H.
,
et . al . "The Self-Concept and Self-Actual-
ization." Research Monograph No. 3. Nashville, Tenn.:
The Dede Wallace Center, 1971.
Flanders, Ned A. "Teacher Behavior and In-service Programs."
Educational Leadership
. Vol. 21, No. 1, October 1963.
Frymier, Jack R. and Galloway, Charles M. "Individualized
Learning in a School for Tomorrow." Theory Into Practice .
Vol. XIII, Number 2, April 1974, pp. 65-70.
George, Paul S. "Down from the Tower." Peabody Journal of
Educat ion
,
Vol. 51, No. 3, April 1974.
Gooding, C. Thomas. "The Perceptual Organization of Effective
Teachers." Florida Studies in the Helping Relationships .
Ed. A. Coombs. Gainesville, Florida: University of
Florida Press, 1969, pp. 28-36.
Goodlad, John, Klein M. Francis, and Associates. Beh ind the
Classroom Door . Worthington, Ohio: Chas. A. Jones
Publishing Co., 1970.
Goodlad, John I. "Staff Development: The League Model."
Theory Into Practice . Vol. XI, No. 4, 1972, pp . 207-214.
Griffin, Gary and Lieberman , Ann. Behavior of Innovative
Personnel . ED 093857. Washington, DC: ERIC Clearning-
house on Teacher Education, July 1974.
223
Gross Calvin. "Goals for Teacher Education: Putting thePieces Together Again." Time for Decision in TeacherEducation, AACTE Yearbook 1973
. Washington, DC:
^?^ iCan Association of Colleges of Teacher ’ Educat ion1970, pp. 14-21.
Gross, Dorothy W. "Policies That Support the Total Develop-
ment of Children— and of Teachers." Childhood Education.Vol. 50, No. 6, April/May 1974, pp. 314-317 . '
’
Gross, Neal, Giacquinta, Joseph B.
,
and Bernstein, Marilyn.
An Attempt to Implement A Ma.jor Educational Innovation:
A Sociological Inquiry. Cambridge, Massachusetts: Center
for Research and Development on Educational Differences,
Harvard University, 1968.
Guba, Egon. "Significant Differences." Educational Researcher
Vol. 20., No. 3, 1969, pp. 4-5.
Hall, Gene E., Loucks
,
Susan F.
,
Rutherford, William L.
,
and
Newlove, Beulah W. "Levels of Use of the Innovation:
A Framework for Analyzing Innovation Adoption." Journal
of Teacher Education
,
Vol. 26, No. 1, Spring 1975, pp.
52-56
.
Harris, Ben M. "In-service Growth—The Essential Requirement."
Educational Leadership
,
Vol. 24, No. 3, December 1966,
pp. 257-260.
Hart, Helen A. "Self-Renewal: A Model." Educational Leader-
ship, Vol 31, No. 6, March 1974, pp . 499-501.
Havelock, Ronald G. A Guide to Innovation in Education .
Ann Arbor, Michigan: Institute for Social Research,
University of Michigan, 1970.
Havelock, Ronald G. and Havelock, Mary C. Training for Change
Agents . Ann Arbor, Michigan: Institute for Social
Research, 1973.
Hersey
,
Paul and Blanchard, Kenneth H. Management of Organ -
izational Behavior: Utilizing Human Resources . Engle-
wood Cliffs, NJ : Prentice-Hall, 1969.
Hough, Wendell M. "School-University Partnership for Teacher
Growth." Educational Leadership, Vol. 32, No. 5, February
1975, pp. 307-309.
Howe, Harold II. "Improving Teacher Education Through
Exposures to Reality." New Perspectives on Teacher
Education . Ed. Donald J. McCarty. San Francisco:
Jossey-Bass, 1973.
224
Hunt
,
David E. ' "A
Application to
Adaptability
.
1966.
Conceptual Systems Change Model and Its
^
UC
S
ti0n * n Experience, Structure, an ri
Ed. 0. J. Harvey
. New York: Springer
,
Jackson Philip W. "Old Dogs and New Tricks: Observationson the Continuing Education of Teachers." Improving
n-Service Education: Proposals and Procedures for
E
?q ?iS J ' Rubin - Boston : Allyn and Bacon,1971, pp. 19-36.
Jung Charles. "Instructional Systems for Professional
Development. Theory Into Practice. Vol. XT Nn s
1972, pp. 276-284.
Katz, Lilian, et
. al. "Advisory Approach to Inservice Training-" Jouranl of Teacher Education. Vol. 25 Summer
1974, pp. 154-159.
Kinnick, B. Jo, et . al. "The Teachers and the In-Service
Education Program." National Society for the Study of
Education, Fifty-Sixth Yearbook
. Ed. Nelson B. Henry.
Chicago: University of Chicago Press, 1957, pp. 131-152.
Kleinman
,
Stanley. "A Guide for Effective In-Service Educa-
tion." The Clearinghouse
. February 1974. pp. 372-374.
Knoblock
,
Peter and Goldstein, Arnold P. The Lonely Teacher
.
Boston: Allyn and Bacon, Inc., 1971.
Kohlberg
,
Lawrence and Mayer, Rochell. "Development as the
Aim of Education." Harvard Educational Review
,
Vol. 42,
No. 4, November 1972, pp . 449-496.
LaBenne
,
Wallace and Greene, Bert J. Educational Implications
of Self-Concept Theory . Pacific Palisades, California:
Goodyear Publishing, 1969.
Lange, Robert R. "A Search for Utility in New Evaluation
Thought." Theory Into Practice
,
Vol. XIII, No. 1,
February, 1974, pp . 22-30.
Lawrence, Gordon. Guidelines for Developing A Competency -
Based Inservice Teacher Education Program . Tallahassee,
Florida: Florida Educational Research and Development
Program, 1974.
Lickona, Thomas, et . al. Project Change: Open Education for
Teachers and Children . ED 083140. Washington, DC:
ERIC Clearinghouse on Teacher Education, November 1973.
225
R°X
'
R°?ert ' "Development and Maintenanceof Effective Classroom Learning." Improving Insert reEducatio n: Proposals and Procedures for Chancre. Ed~Louis J. Rubin. Boston: Allyn and Bacon 1971
pp. 133-167.
Lortie, Dan C. "Observations on Teaching as Work." SecondHandbook of Research on Teaching
. Ed. R. TraveriChicago: Rand McNally, 1973.
McCarty, Donald J. New Perspectives on Teacher Education
San Francisco: Jossey-Bass
,
1973.
McClelland, David C. "Toward a Theory of Motive Acquisition
.
*'
Learning in Social Settings
. Eds. Matthew W. Miles and
W. W. Charters, Jr. Boston: Allyn and Bacon, Inc., 1970
Mager, R. F. Developing Attitude Toward Learning
. Belmont,
California: Fearon Publishers, 1968.
Maslow, Abraham H. Toward a Psychology of Being
. Princeton,
NJ : Van Nostrand Reinhold, 1962.
Mayhew, Katherine Camp and Edwards, Anna Camp. The Dewey
School
. New York: Atherton Press, 1966. (First printed
in 1936.
)
Miles, Matthew B. Innovation in Education . New York:
Teachers College, Columbia University, 1964.
Moffet, J. Bryan. "Professor Sabatticals as a Fifth Grade
Teacher." Educational Leadership
,
Vol. 32, No. 5,
February 1975, pp . 317-320.
Mohr, Paul. Current Research and Development Efforts in
Inservice Training and Curriculum Planning for Teacher
Education . ED 083148. Washington, DC: ERIC Clearing-
house on Teacher Education, 1971.
National Society for the Study of Education, Fifty-Sixth
Yearbook . Ed. Nelson B. J-Ienry. Chicago: University
of Chicago Press, 1957.
Nyquist
,
Ewald B., and Hawes, Gene R. (Eds.). Open Education
A Sourcebook for Parents and Teachers . New York:
Bantam Books, 1972.
Ortiz, Flora Ida. Workshops as Socialization Mechanisms .
ED 091361. Washington, DC: ERIC Clearinghouse on
Teacher Education, 1974.
226
Parker, J. Cecil. "Guidelines for In-Service Education "
Rational Society for the Study of Education Yearbook-Inservice Education
. Ed. Nelson B. Henry Chicago
•
University of Chicago Press, 1957.
Peeler, Thomas and Shapiro, Jerome. A Focus of the Coopera-tive Inservice Teacher Education Programs
. ED 081764.Washington, DC: ERIC Clearinghouse on Teacher Education
January 1974. '
Planning Council of the SDC/ Integrated Day. "A Proposed Staff
Development Cooperative to Implement an Integrated Day
Approach." Unpublished document. Amherst, Massachusetts:
University of Massachusetts School of Education, Spring
Pomeroy, Edward C. "Beyond the Upheaval." The Profession
.
Politics, and Society, AACTE Yearbook, 1972
. Washington
,
DC: American Association of Colleges of Teacher Educa-
tion, 1972.
Purkey, William W. Self Concept and School Achievement
.
Englewood Cliffs, NJ : Prentice-Hall, 1970.
Rathbone, Charles H. Open Education and the Teacher . Unpub-
lished doctoral dissertation. Harvard University, 1970.
Rogers, Carl. R. "Personal Thoughts on Teaching and Learning."
Improving College and University Teaching . 6. No. 1.
Corvallis, Oregon: Graduate School of Oregon State
College, Winter 1958, pp . 4-5.
Rogers, Carl. On Becoming a Person. Boston: Houghton-
Mifflin, 1961.
Rogers, Carl R. Freedom to Learn . Columbus, Ohio: Charles
E. Merrill Publishing Company, 1969.
Rubin, Louis J. The Nurture of Teacher Growth . Unpublished
document. Santa Barbara, California: Center for
Coordinated Education, 1968.
Rubin, Louis J. A Study on the Continuing Education of
Teachers . Unpublished document. Santa Barbara, Califor-
nia: Center for Coordinated Education, 1969.
Rubin, Louis J. Improving In-Service Education: Propos als
and Procedures for Change. Boston: Allyn and Bacon,
Inc. 1971.
227
Sarason
,
Seymour B.
lem of Change
.
ghe Culture of the School and the Prob-
Boston: Allyn and Bacon, 197T7
-
'
Schachtel
,
Ernest G. Metamorphosis
. New York: Basic Book,
jl iy oy .
Schniedewind
,
Nancy and Reed, Horace. A Study of the 1973graduates of the School of Education Teacher Prepa rationPrograms
. Unpublished document. Amherst, Massachusetts:
Teacher Preparation Program Council, School of Education
University of Massachusetts, 1974.
Schumer, Ann Byrd. An Educational Change Model: Pre-service
,
^ n~serv -*- ce Continuum
. Unpublished doctoral dissertation.
Amherst, Massachusetts: University of Massachusetts
1973.
Scriven
,
Michael. "The Methodology of Evaluation." Educational
Evaluation: Theory and Practice
. Ed. Blaine R. Worthen
and James R. Snaders. Worthington, Ohio: Jones, 1973.
Sinclair, Robert L. "Leadership Concerns." The Principal
and the Challenge of Change
. Ed. Jerrold L. Novotrey.
Meobourne
,
Florida: Institute for Development of
Educational Activities, 1969, pp . 31-39.
Smith, E. Brooks. "Partnership in Teacher Education Revisited."
Journal of Teacher Education, Vol. 25, Fall 1974, pp . 253-
255.
Snygg, Donald and Combs, Arthur. Individual Behavior . New
York: Harper, 1949.
Sobol, Francis Thomas. What Variables Appear Important in
Changing Traditional Inservice Training Procedures .
ED 083146. Washington, DC: ERIC Clearinghouse on
Teacher Education, 1971.
Stake, Robert. "Generalizability of Program Evaluation: The
Need for Limits." Educational Products Report , February
1969.
Thelen, Herbert A. Dynamics of Groups at Work . Chicago:
Phoenix, 1965.
Thelen, Herbert A. "A Cultural Approach to Inservice Teacher
Training." Improving Inservice Education: Proposals
and Procedures for Change . Ed. Louis J. Rubin. Boston:
Allyn and Bacon, 1971, pp . 71-103.
228
Thelen, Herbert A. Education and t he
Designs tor Education
. Chicago'
Press, 1972.
Human Quest
University
Four
of Chicago
Tilley Herbert Thomas. In-Service Teacher Education
Unlversi^v of°M
t0ral
n
diSSertati0n
- Amherst Massachusettsu i ty Massachusetts, 1971
.
Toll, Sherran Simson. The United States Teacher Cen ter Move-ment. Unpublished doctoral dissertation
. Amherst ,
Massachusetts, 1974.’
...v-n • u uuiibufciu u i i a
Massachusetts: University of
y er, Ralph W. "Inservice Education of Teachers: A Look
at the Past and Future." Improving Inservice Education-proposals and Procedures for Change d Ed. Louis J. Rubin.Boston, Allyn and Bacon, 1971, pp . 5-15.
Vonk, Herman G. "The Relationship of Teacher Effectiveness
to Self and Teaching Purposes. University of Florida,
June 1970." Dissertation Abstracts, Internation al.
Ann Arbor : University Microfilms. ~
~
Vose
,
David A. A Three-Part Flexible, Individualized Teacher -
Education Program
. University of Minnesota at Duluth.
ED 085359. Washington, DC: ERIC Clearinghouse on
Teacher Education, November 1973.
Walb©rg, Herbert J. and Thomas, Susan C. Characteristics of
Open Education: Toward an Operational Definition
. Newton
Mass.: Educational Development Center, 1971.
Waynant
,
Louise F. "Teacher's Strengths: Basis for Success-
ful In-Service Experiences.” Educational Leadership
.
April, 1971, pp. 710-713.
Weber, Lillian. "Development in Open Corridor Organization:
Intent and Reality." National Elementary Principal
,
52, No. 3, November 1972, pp. 58-67.
Wolf, William C. and Fiorino
,
A. John. "Some Perspectives
of Educational Change." The Education Forum. November
1973, pp. 79-83.
Yeomans, Edward. "The Wellsprings of Teaching." Open
Education: A Sourcebook for Parents and Teachers . Ed
.
Ewald B. Nyguist and Gene R. Hawes. New York: Bantam,
1972, pp. 261-274.

